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FOREWORD

In an era of unprecedented higher education
instability, when so many aspects of the colle-
giate world as we once knew it are no longer the
same, one certainty remains — there are always
going to be new first-year students arriving on
our campuses each term. The authors and edi-
tors of this monograph firmly believe that no
mission is more vital to the success of higher
education than insuring the initial success of
new university and college students. Therefore,
this monograph is dedicated to enhancing new
student learning, success, satisfaction, retention,
and, ultimately, graduation. We also accept as
our fundamental premise that once we have in-
sured outstanding classroom instruction for new
students, nothing is more important to their im-
mediate and long-term success than outstanding
academic advisement.

This monograph is designed to provide a blue-
print for all higher educators—from the novice
to the veteran advisor, from new assistant pro-
fessors to the presidents of our colleges and uni-
versities—on how to improve academic advis-
ing for first-year students. Academic advisors
have long known what college presidents and
other policy makers are learning: thereisa
wealth of important empirically-based research
which has found a significant correlation be-
tween quality academic advisement, student
satisfaction, and enhanced persistence and
graduation. Those involved in the production
of this monograph want to make sure of such
outcomes, not by serendipity, but through delib-
erate planning and implementation of effective
first-year student advising,.

This monograph has been produced as a result
of the unique collaboration between two organi-
zations, which combined have approximately 30
years of experience directed towards the im-

provement of undergraduate education. It was
our hope to provide the latest and most progres-
sive thinking on academic advising and, espe-
cially, to provide a guide for campus policy
makers and leaders to enable these people to
bring about important and bold changes on
campuses by improving academic advisement
of first-year students.

Educators involved in both organizations be-
lieve that our cooperative effort blazes a trail for
the kind of new partnerships which need to be
developed on our campuses in the name of im-
proving academic advising and, hence, learning
and student success. We invite your careful
reading of this monograph, and we especially
urge you to call to the attention of leaders on
your campus the recommendations within this
document. The ideas in this monograph repre-
sent the very best thinking on this critical topic.
of improving academic advising for new college
students. We deeply appreciate the interest of
the readership in this important subject which
has so powerfully brought our two organiza-
tions together.

June, 1995
John N. Gardner, Director, National Re-
source Center for The Freshman Year
Experience and Students in Transition

Tom Kerr, President, National Academic
Advising Association




NOTES FROM THE EDITORS

M. Lee Upcraft & Gary L. Kramer

First-Year Academic Advising: Patterns in the
Present, Pathways to the Future represents the col-
laboration between the National Acadermic Ad-
vising Association (NACADA) and the National
Resource Center for The Freshman Year Experi-
ence and Students in Transition. From the initial
discussion through the final production, the
working and professional relationship between
NACADA and the National Resource Center
continues to be an asset to both organizations.

We believe this comprehensive monograph on
academic advising fills a major gap in the current
literature of higher education because it focuses
on the first-year student. This monograph pro-
vides insights into all aspects of student-centered
academic advising, within the context of the en-
tire academic community (See Appendix A). Itis
a rich blend of the theoretical and the practical,
written by practitioners who have “frontline”
knowledge and experience, resulting in a useful
handbook and resource for higher educators.

Writing a monograph about first-year student
advising does, however, present a few dilemmas.
The first is that not all first-year students with

vii

unique needs could be included, so we had to
make some difficult decisions. In the end, we
decided to offer undecided students, underpre-
pared students, adult learners, and students of
cnlor as examples of the increased diversity of
today’s students. Inno way does this decision
indicate that we are less concerned about other
entering students with unique needs, such as dis-
abled students, student athletes, part-time stu-
dents, students with different sexual orientations,
or others.

The reader will also note that, whenever possible,
the terms “first-year student” or “enteriny stu-
dent” are used instead of “freshman.” While the
latter term does have some popular appeal, it
does not accurately describe today’s increasingly
diverse student population. Students entering
college today are not necessarily “fresh” (connot-
ing “fresh” from high school), and they are cer-
tainly not all “men” (since a majority of today’s
students are women).

Of course, there are probably as many definitions
of academic advising as there arc academic advi-
sors. In this monograph, we are discussing any




effort to assist students in planning and imple-
menting their academic plans. Kramer,
Chynoweth, Jensen, and Taylor (1987) provide
a more comprehensive definition which matches
entering student needs with appropriate aca-
demic advising, from pre-enrollment to the end
of the first year (See Appendix B). For readers
unfamiliar with academic advising, consulting
Appendix B before reading this monograph will
help familiarize them with what a comprehen-
sive academic advising program is all about.

This monograph provides information and di-
rection for anyone interested in helping first-
year students make a successful transition to
college. Presidents, chief academic officers, de-
partment chairs, faculty, enrollmeat managers,
freshman seminar instructors, professional aca-
demic advisors, and those involved in deliver-
ing orientation can all benefit from this mono-
graph. Students and faculty in student person-
nel graduate programs will also find this mono-
graph to be a valuable resource.

The editors are grateful for the support and vi-
sion of Tom Kerr, President of NACADA, and
John Gardner, Director of the National Resource
Center for The Freshman Year Experience and
Students in Transition. Their ideas, insights,
and experience were invaluable as we moved
from concept to conclusion. The chapter au-
thors also deserve tremendous credit for their
contribution to this monograph; obviously,
without them there would be no monograph
and certainly not the thoughtful ideas on im-
proving the quality of first-year student aca-
demic advising.

This monograph is an attempt to address the new
issues that will continue to face academic advis-
ing progtams and advisors through the remain-
der of this decade and into the 21st century, writ-
ten by practitioners for practitioners. It is orga-
nized in four parts. Part], “Understanding
First-Year Students,” discusses and analyzes
today’s students: their diversity, characteristics,
and needs, and the theories which attempt to ex-
plain their development. Wes Habley in Chapter
1 focuses on the demographic and societal trends
influencing students who will be making the
transition to college in the year 2000. He exam-

ines the diversity of st:ident backgrounds that
will render the term “typical student” obsolete by
the turn of the century. In Chapter 2, Lee Upcraft
reviews current literature and theories which at-
tempt to explain the development of today’s very
diverse first-year students.

Part 11, “Advising First-Year Students: Patterns
in the Present,” focuses on how academic advis-
ing is defined and delivered in today’s higher
education, with a strong emphasis on the stu-
dent-advisor relationship. Chapter 3, by Eric
White, Judy Goetz, Stuart Hunter, and Betsy
Barefoot, provides a framework within which
academic advising and orientation are linked to
help entering students make a successful aca-

.demic and social transition to campus life, from

pre-enroliment to the end of the first semester.
Margaret King and Thomas Kerr in Chapter 4
present and discuss the advantages and disad-
vantages of several models of organizing and
delivering academic advising services to first-
year students. In Chapter 5, Gary Kramer advo-
cates placing the entering student at the center of
a network of technological resources so that advi-
sors may act on behalf of students more as a navi-
gator than an information gatekeeper. He ex-
plores several technologies that can improve both
the efficiency and quality of academic advising.

Models of delivering academic advising to first-
year students are dependent, however, on a suc-
cessful student-advisor relationship. Susan Frost,
in Chapter 6, discusses the concept of develop-
mental advising and emphasizes the importance
of faculty-student alliances which lead to in-
creased first-year student responsibility for mak-
ing choices about courses, majors, and careers. In
Chapter 7, Gary Kramer, John Tanner, and
Erlend Peterson discuss the importance of estab-
lishing this faculty-student relationship early in
the student’s academic career and the role of the
president in supporting this relationship. Robert
Glennen and Faye Vowell in Chapter 8 argue that
the success of the advisor-student relationship is
dependent upon the training, reward, and recog-
nition of faculty advisors, and present strategies
for accomplishing these tasks.

However, the advisor-student relationship,
while important, is not the only way in which




institutions can enhance first-year student suc-
cess. In Chapter 9, Derrell Hart describes sev-
eral largely unrecognized and unaddressed re-
alities of institutional advising programs and
makes the case that successful academic advis-
ing for entering students requires that programs
extend beyond faculty offices and ad--ising cen-
ters to places where students live and congre-
gate. In Chapter 10, Anne Goodsell Love and
Vincent Tinto extend this argument by discuss-
ing the role academic advisors can play in the
design and implementation of learning commu-
nities and the ways such communities assist stu-
dents in bridging the academic-social divide
that often marks the first-year experience.

The focus of Part III, ” Advising Diverse First-
Year Student Populations,” is on entering stu-
dents whose prior academic experiences, age,
race, or ethnicity has created unique academic
advising needs. Virginia Gordon in Chapter 11
begins this discussion by focusing on entering
students who are undecided about their careers
or majors, either upon their enrollment, or dur-
ing their first year. In Chapter 12, Nancy Spann,
Milton Spann, and Laura Confer continue this
discussion by focusing on the advising needs of
underpr ‘pared first-year students and by offer-
ing seve:al strategies for helping these students
make a successful transition to college.

In Chapter 13, Elizabeth Creamer, Cheryl
Polson, and Carol Ryan focus on adult students
—their characteristics, needs, and theories
which explain their development—and review
how orientation and advising programs can be
designed to help adult students make a success-
ful transition to college. In Chapter 14, Tom
Brown and Mario Rivas discuss students of
color, many of whom have first-year survival
rates somewhat higher than other entering stu-
dents. They highlight the concept of “diversity
within diversity” and offer strategies to meet the
special advising needs of these students.

The final section, “Advising First-Year Students:
Pathways to the Future,” offers a vision of ad-
vising first-year students into the 21st century.
Meeting the challenges of the future starts with
strategies for assessing the quality and effective-
ness of academi. advising, discussed by M. Lee

Upcraft, Debra Srebnik, and Jennifer Stevenson
in Chapter 15; Srebnik and Stevenson continue
this discussion in Chapter 16 by offering an an-
notated bibliography of selected assessment in-
struments. In Chapter 17, John Gardner sum-
marizes the recommendations of the monograph
and offers a blueprint for action for advising
first-year students in the 21st century.

An annotated bibliography for academic advis-
ine i+ =r~vided by George E. Steele in Appendix
C. This list of references and resources en-
hanced by Steele’s insightful annotations makes
this appendix a valuable tool for both new and
experienced advisors.

All of us involved in this monograph hope it
will stimulate and challenge academic advisors
to do their very best in helping entering stu-
dents make a successful transition to college.
We admit and advise them on the assumption
they will succeed. They deserve nothing less
from us.

Reference
Kramer, G. L., Chynoweth, B., Jensen, J., &

Taylor, L. (1987). Developmental advising: A
taxonomy of services. NASPA Journal, 24, 23-31.
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First-Year Students: The Year 2000

Wesley R. Habley

As American higher education approaches the
new millennium, it is becoming increasingly
clear that significant challenges confront educa-
tors if entering students are to realize their edu-
cational goals. Just as preceding generations
have been shaped by defining moments, demo-
graphic and socioeconomic trends, world
events, educational reform movements, and
technological explosion, the abilities, needs, and
attitudes of the Millennium Generation, (de-
fined by Howe and Strauss, 1993, as the 76 mil-
lion individuals who will be born between 1982
and 2003), have been and are being profoundly
shaped by events and trends taking place in the
last two decades of the 20th century. To think
that any projections or predictions about stu-
dents entering college in the year 2000 can be
made with certainty is a pompous claim. It is
possible, however, to support the hypothesis
that this entering class will differ from and be
more diverse than entering classes which pre-
ceded them. Viewed at a single point in time
from inside the academy, these changes are in-
cremental and almost imperceptible. Yet, when
viewed over time, the significance of these incre-
mental changes cannot be overlooked.

The purpose of this chapter, then, is to support
the hypothesis that students entering college in
the year 2000 will be unlike those entering in
1980 or even 1990. Through analysis of trends
and projections related to high school graduates,
college enrollments, academic performance, sec-
ondary educational experiences, the American
family unit, and student aspirations and expec-
tations, a template for the entering class of 2000
will be crafted. Knowing full well that change is
the only certainty, one writes with the uneasy
suspicion that, almost as these words are writ-
ten, a defining event may alter the shape or size
of the template, making it less useful than when
it was crafted.

High School Graduates

The precipitous decline in numbers of high
school graduates, which began in 1980 when the
last of the baby boom generation entered col-
lege, finally reversed direction in 1994 and be-
gan what is projected to be a steady increase in
high school graduates well into the first decade
of the 21st century. Between 1990 and 2000, de-
mographers project that there will be a 12.5%
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increase in high schoo} graduates throughout the
nation (Western Interstate Commission for
Higher Education et al., 1993). This positive pro-
jection for high school graduates, however, re-
quires some qualification. First, the anticipated
number of public high school graduates in the
year 2000 (2,658,040) will still fall short of the
number of public high school graduates in 1980
(2,755,512), and it will not be until the year 2004
that the number of graduates exceeds the 1980
figure. A second consideration is that although
there will be a steady increase nationally in high
school graduates, there is great variability both
among regions and among states within each
region. Table 1 shows that the greatest regional
growth in numbers of graduates will take place
in the West (+34.6%) and that none of the other
regions can expect growth equal to the national
average of 12.5%. In addition, state changes in
high school graduates between 1990 and 2000
range from -9.3% (West Virginia) to +65.6% (Ne-
vada). To a great extent, then, since nearly 75%
of undergraduate students attend college in the
state in which they reside, change in the number
of high school graduates in a given state will
have a profound effect on the pool of traditional-

age students in the entering class of the year 2000.

Composition of College Enrollments

Capturing even the most basic demographic
characteristics related to the composition of the
entering class of the year 2000 is fraught with
complications. While federal government publi-
cations such as the Condition of Education (U. S.
Department of Education, 1992) and the Digest of
Educational Statistics (U.S. Department of Education,

Table 1

1994) provide comprehensive data on the gender,
status, age, programs of study, level of study, and
racial-ethnic background of college students,
those data focus on general college enrollment
and, thus, are not first-year specific. And while
the various studies conducted by Dey, Astin, and
Korn (1991) focus on the American freshman,
they primarily concern traditional-age, first-year
students attending school full-time.

In addition, the projection of enrollments of first-
year students is clouded by potentially shifting
college-going rates. Although the national col-
lege-going rate of traditional-age students has
increased steadily throughout the 20th century, it
is not possible to predict with certainty if that
overall rate will continue to increase, plateau, or
even decline. in one scenario, for instance, steady
college participation rates of traditionally
underrepresented groups may actually resultina
decline in overall college participation because
underrepresented cohorts, particularly African
Americans and Hispanic Americans, are growing
at faster rates than the population as a whole.

Finally, issues of semantics confound this over-
view. For instance, is the definition of an adult
learner chronological or is it determined by
length of time spent away from formal learning?
Or, what is a full-time student? Finally, how are
students of mixed racial and ethnic descent ac-
counted for in the data? In spite of these cave-
ats, it is possible to capture college enrollment
information which indicates changing patterns
in gender, status, racial/ethnic background, and
age in college enrollments between 1980 and
2000. Those changes are reported in Table 2.

Percentage Change in High School Graduates - 1990-2000

Region Range of Change for States within Region
West +34.6% " from +65.6% (NV) to +14.9%(WY)
South/South Central +11.3% from +32.6% (FL) to -9.3% (WV)

North Central +5.6% from +24.9% (MN) to +0.1% (1A)
Northeast +3.5%

from +18.1% (DE) to -1.4% (ME)

Note. From High School Graduates: Projections by State, 1992-2009, by Western Interstate Commis
sion for Higher Education, Teachers Insurance and Annuity Association, & College

Board, 1993, Boulder, CO: Author.




Age

As one might conjecture from the data on high
school graduates, the age composition of the
undergraduate student population will shift
slightly downward between 1990 and 2000 due
primarily to a 12.5% increase in numbers of high
school graduates during that decade. The pro-
jected 3.2% gain between 1990 and the year 2000
returns the under-21 age cohort to 1980 levels.
Yet, for the age cohort of 22-29 year-olds, there
is a marked decline between 1990 (30.4%) and
the year 2000 when it is projected that 25.5% of
college undergraduates will be 22-29 year-olds.
During the same span, however, the percentage
of undergraduates aged 30 and over will in-
crease by just under two percent. Although
these data are both clear and explainable, projec-
tions on the age composition of students enter-
ing college for the first time are non-existent.

One could refer to Dey, Astin, and Korn's (1991)
data to conclude that more than 90% of first time
college students are below the age of 19. Yet,
these data are derived from full-time, traditional-
age, first-year students, and it is widely acknowl-
edged that a greater percentage of adult students
participate in higher education on a part-time
basis. Also, the lack of a standard definition of an
adult student leads to a lack of consistency in the
design, collection, and reporting of data regard-
ing these students. Simply put, in the absence of
a commonly held definition of an adult student,
it is not possible to discern how many are in a
first-year class, how many are first-time students,
and how many are returning to higher education
to continue as first-year students. No one doubts -
that there are many “older” students in first-year
classes or that the developmental needs of
“older” students are somewhat different from
more traditional-age students. But, because of

0.8%

Table 2
Change in Composition of Undergraduate Enrollment: 1980-1990-2000

1980 1990 2000
Age
17 or below 2.0% 1.9% 2.1%
18-21 44.0% 41.2% 44.1%
22-29 31.9% 30.4% 25.5%
Gender
Women 52.3% 55.2% 54.9%
Men 47.7% 44.8% 45.1%
Status |
Full-time 60.7% 58.3% 58.9%
Part-time 39.3% 41.7% 41.1%
Racial/ Etﬁni—c—-Back-gbe;nd
White 82.7% 79.0% . 72.8%*
Black (non Hispanic) 9.9% 9.8% 11.8%?
Hispanic 4.2% 6.2% 8.6%*
Asian/Pacific Islander 2.4% 4.2% 5.8%°
Native American 0.8% 1.0%?

Notes. From Projection of Educational Statistics to 2000, by U.S. Department of Education, 1989,
Washington DC: Office of Educational Research and Improvement of the National Center
for Education Statistics.

*Projected from multiple sources

%




these problems, the remaining portions of this
chapter will focus on describing the characteris-
tics and attributes of traditional-age students
who will become the entering students of the
year 2000. Readers with an interest in the charac-
teristics and needs of adult students are encour-
aged to refer to the chapter by Creamer, Polson,
and Ryan on adult learners in this monograph or
to Kasworm and Pike (1994) for an excellent sum-
mary of research on the background characteris-
tics and academic performance of adult students.

Gender

The U.S. Department of Education (1989)
projects that there will be a slight decline in the
percentage of undergraduate women enrolled in
college, a reversal of a trend which began in
1978 when women first accounted for more than
half of all undergraduate enrollment. By the
year 2000, it is projected that 54.9% of under-
graduate college students will be women, down
an imperceptible 0.3% from 1990.

Status

The U.S. Department of Education (1989) also
projects a reversal in the percentage of under-
graduate students enrolled full-time, a charac-
teristic which has been in decline for more than
two decades. In fact, the reversal in this trend
closely parallels the increases in high school
graduates which began in 1993. Indeed there
appears to be a direct relationship between the
nuinber of high school graduates in a given year
and the percentage of college students who en-
roll full-time. Finally, although the trend exists,
it probably will be imperceptible: In 1990, 583 of
every 1,000 undergraduates enrolled full-time
while in the year 2000, 589 of every 1,000 under-
graduates enrolled are projected to be full-time
undergraduate students.

Racial/Ethnic Background

The most significant change in the composition
of the first-year class of the year 2000 will be in
the percentages of the entering class which come
fromr underrepresented groups. Interestingly,
projections from the typical sources are not
available for the racial /ethnic composition of

undergraduate enrollments for the year 2000.
Thus, while racial/ethnic enrollment percent-
ages for the years 1980 and 1990 which appear
in Table 2 are actual figures, racial /ethnic en-
rollment projections for the year 2000 which ap-
pear in Table 2 are based on current (1992) col-
lege enrollment rates of 18-24 year-olds by ra-
cial/ethnic category applied to projected
changes in the racial/ethnic population cohorts  *~
of 18-24 year-olds between 1990 and 2000.
These data suggest that there will be an increase
in the percentage of racial and ethnic minorities
from 21% in 1990 to 27.2% in the year 2000, an
increase of more than 6%. And, this change in
composition will be even more pronounced if
there is upward movement in the college ma-
triculation rates for these students.

Academic Performance

Expectations for the academic performance of
the entering college class of the year 2000
abound. Amid calls for school reform, a series
of lofty performance goals have been set for kin-
dergarten through 12th grade education
through the "Goals 2000" initiative which began
with the Education Summit of Governors in
1989 (National Goals Panel, 1992). In order to
assess America’s progress toward these goals,
one might examine the educational pipeline on
academic performance through using scores and
other performance indicators obtained from the
National Assessment of Educational Progress
(NAEP). Because NAEP assessments are ad-
ministered at various grade levels, it is possible
to compare NAEP results of the entering college
classes of 1990 and 2000 when they were at cer-
tain grade or age levels in the educational pipe-
line. NAEP scores for the entering classes of
1990 and 2000 in the areas of reading, writing,
mathematics, and science are depicted in Table
3. It should be noted that the scores which ap-
pear in Table 3 are based on a scale of 0-500 and
that the scores which appear in that table pro-
vide only a capsule of the information which is
available through the NAEP program. One of
the more startling findings of the comprehen-
sive picture of academic performance provided
by the NAEP is that when members of the class
of 1990 were eight years old, 21% of the boys
and 15% of the girls were one or more years
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below modal grade level, while for the class of
2000, 28% of the boys and 22% of the girls were
one or more years below modal grade level.
For a more in-depth study of these performance
variables, readers should consult the most re-
cent edition of The Condition of Education (U.S.
Department of Education, 1992).

Reading

NAEP data indicate that educators can expect
no appreciable gains in the reading skills of the
entering class of the year 2000. Further com-
parisons of NAEP data for nine year-olds in
both classes indicate (a) higher scores for fe-
males than for males, ( b) higher scores for white
students than for either African-American or
Hispanic students, (c) higher scores for students
whose parents had completed at least some col-
lege, (d) higher scores for students who had at-
tended private schools, (e) higher scores for stu-
dents from advantaged urban areas, and (f)
higher scores for students in the northeast and
central sections of the U.S.

Writing

Whether the effect will be perceptible or not,
comparisons of the writing scores between stu-
dents entering college in 1990 and those enter-
ing in 2000 indicate a slight improvement in
writing proficiency. Although demographic
breakdowns for writing similar to those pre-
sented for reading are not available, there also
appear to be slight gains in the percentage of
students reporting writing activities in their

English classes as well as slight gains in stu-
dents’ perceptions of the value of writing.

Mathematics

The slight increase in NAEP mathematics profi-
ciency scores is fueled largely by increases in the
percentages of nine-year-old students who per-
form at or above selected proficiency levels.
Those proficiency levels and the percentage of
nine-year-olds at or above those levels are (a)
simple arithmietic facts from 97% (class entering
in 1990) to 99% (class entering in 2000), ( b) be-
ginning skills and understanding from 71% to
81%, and (c) numerical operations and begin-
ning problem solving from 19% to 28%. Gains
were reported across all racial/ethnic classifica-
tions (White, Black, Hispanic), and although
percentages at or above proficiency levels for all
three groups are almost equal for simple arith-
metic facts, the percentages for Black and His-
panic students achieving the more advanced
proficiency categories continue to fall more than
20% below those of White students.

Science

Science proficiency scores also slightly increased
between nine-year-old students entering in 1990
and those entering in 2000. Although gains were
achieved across all demographic groupings
studied, further score comparisons show higher
scores for (a) White students than for either
Black or Hispanic students, (b) students whose
parents had at least some college, (c) students
from private schools, and (d) students from

Table 3

NAEP Scores for Classes of 1990 and 2000

______ w0 e
Reading? 211 210

Writing® 204 217

Mathematics® 219 230

Science® 221 231

th;é. ‘—iirorr; Digest of Educational Statistics, 1994. Wéshington, DC: Office of Eélucéfional Research

and Improvement of the National Center for Education Statistics.

"When respective classes were 9 years old.

*When respective classes were in fourth grade.




advantaged urban environments. The scores
of boys have increased more than those of
girls, from being equal for the class of 1990 to

a seven point difference for the class entering
in 2000.

Performance Summary

At least from the perspective of this examina-
tion of NAEP scores, it appears that any
change in academic performance of the enter-
ing class in the year 2000, although slightly
improved overall, may not be obvious to post-
secondary educators. Gains in the scores of
students in the educational pipeline suggest
that American education will fall short of sev-
eral of its goals for the year 2000. As a result,
there will be no influx of students with in-
creasing academic abilities in the entering
class of 2000, a fact that will require educators
to support large numbers of students who will
need additional academic intervention if they
are to succeed in college.

The School and Home Environments

If one were to draw conclusions regarding
students entering college in 2000 based solely
on demographic trends and academic perfor-
mance indicators, one would think that, save
noticeable increases in minority enrollments,
the first-year class of 2000 would be very
similar to those entering in 1990. Yet, it ap-
pears that nothing could be further from the
truth! Students entering in 2000 are, in real-
ity, on the cusp between the 13th generation
and the Millennium Generation (Howe &
Strauss, 1993). The social and political events
that have profoundly influenced them, at
least at the time this chapter is being written,
are the Challenger explosion, the end of the
cold war, the Persian Gulf War, AIDS, and
the Rodney King incident (Levine, 1993).
And, changes in schooling, the school envi-
ronment, and in the home environment con-
tinue to shape their attitudes, opinions, and
behaviors. However, because of space limita-
tions, this author has chosen to list selected
indicators of the changes that are taking
place in schools, the school environment, and
in the home environment.

Schooling

The following trends in schooling are high-

lighted. Unless otherwise noted, the source of

each of these statements is the Digest of Educa-

tional Statistics, 1994 (U.S. Department of Educa-

tion, 1994).

< U.S. Department of Education estimates that
500,000 students are home schooled, while
home-schooling advocates believe that num-
ber to be more than a million {(Kuznik, 1994).

2

%

It is projected that in the year 2000, more than
a half million students will earn the GED.

% 17 states have implemented standards for
issuing additional diplomas which are above
the minimums required for high school
graduation.

g

*

32 states have increased the number of
Carnegie units required for high school
graduation.

< 43% of high school students who intend to
go to college do not take a comprehensive
core of high school courses (American Col-
lege Testing Program, 1994).

o
G

* The pupil/teacher ratio in public schools is
on the rise.

e

*

Per pupil expenditures in public schools

have not increased (in real dollars) since
1989.

o
G

»  78% of parents of school-age children give
the public schools a grade of C or below
(Elam, Rose, & Gallup, 1994).

School Environnient

The following trends are highlighted for the

school environment. Unless otherwise noted,

the source for each of these statements is Digest

of Educational Statistics, 1994 (U.S. Department of

Education, 1994).

< The general public believes that fighting/
violence/gangs, lack of discipline, and drug
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o
¢
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abuse are major problems confronting public
schools (Elam, Rose, & Gallup, 1994).

More than 100 languages are spoken by high
school students in the nation’s largest cities
(Dunn, 1993).

One-third of 12th grade students say that
disruptions by other students interfere with
their learning.

Nearly 60% of 12th grade students feel that
there is a lot of cheating on tests and assign-
ments.

31% of 12th grade students indicate that some
teachers ignore cheating when they see it.

16.3% of 12th grade students indicate that
there are many gangs in school.

There has been a significant decline in the
percentage of seniors who report that they
participate in athletics, cheerleading, hobby
clubs, music, and vocational clubs.

One in four seniors participates in an aca-
demic club.

39.2% of high school students report using
computers at school.

There have been decreases in the percentage
of students reporting drug and alcohol use.

Nearly one in four students reports having
carried a knife to school.

3% of students report having carried a gun
to school.

Nearly 40% of college-bound, high school
graduates rate the adequacy of high school
education as average or below average
(American College Testing Program, 1994).

Homie Environment

*,
L x4

17.1% of school-age children live below the
poverty level (U.S. General Accounting Of-
fice, 1993).

¢ 14% of school-age children speak a language
other than English at home (Dunn, 1993).

+ Single-parent families will increase by 16%
between 1990 and 2000 when nearly 9 mil-
lion households will be headed by single
parents ("Future of Households," 1993).

>3

*

Blended families will increase between 1990,
when 45.4% of all marriages were remar-
riages, and the year 2000 (DeWitt, 1993).

o
¢

Every day in América, 40 teenage girls give
birth to their third child (Hodgkinson, 1985).

o
¢

Nearly 25% of the U.S. population have less
than a high school diploma (Chronicle of
Higher Education Almanac, 1994).

x4

In 1992, 5.5% of U.S. families consist of a fa-
ther working and a mother at home with
two children, down from 11% in 1980
(Dunn, 1993).

%

S,
L %4

37.2% of high school students report having
access to home computers (U.S. Department
of Education, 1994).

Although it is possible neither to capture all the
trends in the school and home environments nor
to project the impact those trends will have on
the college student in the year 2000, it is clear
that these trends will profoundly shape the
opinions and attitudes of students who do
choose to enroll. These trends will also have
enormous implications for those engaged in aca-
demic advising, because they challenge some of
our basic assumptions about students” home
and school environments.

npirations, Self-Assessment, and Expectations

In addition to the areas of demographic charac-
teristics, academic performance, and trends in
the home and school environments, the topics
of educational aspirations, self-assessinent, and
student expectations of the postsecondary envi-
ronment must be discussed also. Although data
from Dey et al. (1991) are particularly useful for
looking at trends in these areas, and even
though there are no assurances that trend lines
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will continue until the year 2000, the direction of
these trends may provide additional insights.
While the major purposes for attending college
cited in these studies continue to be attaining a
better job and making more money, there is a
notable inflation in both degree aspirations and
in student estimates of their traits and abilities.
In 1980, when students were asked to identify
the highest degree they intended to earn, about
48% indicated a degree higher than a bachelor’s
degree. In 1990, more than 61% of the students
indicated that they had degree aspirations above
the bachelor’s degree. And, when students were
asked to compare themselves with average per-
sons of the same age on a series of traits and
abilities, first-year students in 1990 had higher
opinions of themselves than did students enter-
ing in 1980. There were increases in the percent-
age of students who ranked themselves either
above average or in the top 10% on academic
ability, artistic ability, drive to achieve, leader-
ship ability, mathematical ability, popularity,
popularity with the opposite sex, intellectual
self-confidence, social self-confidence, and writ-
ing ability. Sadly enough, the only trait for
which these percentages decreased was in un-
derstanding of others. Should these trend lines
continue, members of the class of 2000 will as-
pire to even higher educational goals and will
exhibit even greater confidence in their ability to
reach those goals.

Against this backdrop of higher aspirations and
higher self-assessment of traits and abilities are
the expectations of college which will character-
ize the entering class of 2000. Because the tran-
sition to college has never been smooth for
many students, it can be stated with a high de-
gree of certainty that the class of 2000 will be no
more likely to understand the realities which
will confront them in college than their prede-
cessors. To support this assertion, it is possible
to utilize the Dey et al. (1991) data to compare
student expectations of college with what they
actually experience. Table 4 contrasts student
expectations reported by Dey et al. (1991) with
actual experiences reported from a variety of
sources including the most recent Student Opin-
ion Survey Normative Report from the American
College Testing Program (1992), based on
103,000 U. S. college students. Unless otherwise

noted, the "Experiences" listed in Table 4 are
reported from the Student Opinion Survey Nor-
mative Report.

Indeed, these differences between expectations
and reported experiences indicate that college is
a transitional shock for students. It is safe to
assume that first-year students in the year 2000
will encounter similar, if not greater, dissonance
between their expectations of college and their
experiences in college.

One more trend must be noted. According to
Witchel (1991), there has been a substantial in-
crease in psychological disturbance among col-
lege students, and waiting lists for treatment in
college counseling centers are a sign of the
times. There are more students entering college
today suffering from serious emotional distress,
including self-destructive behavior, violence
against others, anxiety, depression, eating disor-
ders, as well as victimization because of date
and acquaintance rape, courtship violence, fam-
ily or spouse abuse, and family drug and alco-
hol abuse. Upcraft (1993) has noted that physi-
cal health problems are also on the increase, in-
cluding eating disorders, sexually transmitted
diseases, and, of course, AIDS. This means that
academic advisors must be aware of signs of
mental and physical health problems and be
prepared to make appropriate referrals.

Summary and Conclusion

Because almost all social and cultural changes
take place in small increments, they are not of-
ten observable over small units of time. Such
could very easily be the conclusions drawn by
postsecondary educators who view changes in
the entering college class as infinitesimal from
year to year. Yet, when viewed from a broader
perspective and time frame, there are likely to
be some stunning differences between the stu-
dents who entered college in 1990 and those
who will enter college in the year 2000. Changes
in age, gender, attendance status, and academic
preparation will probably go unnoticed, while
changes in racial /ethnic composition, at least for
many colleges, will be very apparent. Changes in
the areas of the school and family environments,
and in student aspirations and self-concepts will,

-
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Table 4
Percentages of Students Who Expect and Experzence Speczfzc Outcomes in College

O_u_t__cclr.r_mfz_ ) S ExPectatlon I:xperlence |
To Be Undeaded ” | ;—"/; S *;_OA"/; o
To Change Majors 12% 65 to 85% °

To Fail a Course 2% 16% *®

To Take Extra Time to Complete a Degree 8% 60% ¢

To Drop Out 1% 40% ¢

To Transfer Colleges 12% 28%

To Work in College 36% 60%

To Seek Personal Counseling 3% 27%

To Need Tutoring 15% 20%

To Seek Career Guidance 5% 25"0

Notes. * From unpubhshed mst1tut10nal mtemal mlgratlon studles
b From unpublished statewide study in Wisconsin, 1984.
< From All One System: Demographics of Education, Kindergarten through Graduate School, by H.
L. Hodgkinson, 1985, Washington, DC: Institute for Educational Leadership.

4 From Leaving College: Rethinking the Causes and Cures of Student Attrition, by V. Tinto, 1987,
Chicago: University of Chicago Press.

however, have a significant impact on the way trends which shape the goals and aspira-
in which students think about, respond to, and tions of the students they serve. In reality, a
value the college experience. Simply stated, the national overview of these trends applies to
diversity of student backgrounds will render the 1o single institution. Each of the trends will
term “typical student” obsolete as a defining affect individual institutions differently.
element for entering students of 2000. And, this Geography, institutional mission, selectivity,
diversity will most likely lead to greater transi- multiculturalism, and academic perfor-
tional shock among first-year students, which, mance combine with other factors to make
in turn, creates an imperative to improve pro- each institution’s first-year class different
grams and services for them. from those of other institutions. Implicit in
this notion, then, is that advisors understand
The challenges of this imperative will require the blend of characteristics of their entering
advisors of the first-year class in the year 2000 students.
both to broaden their understanding of the
backgrounds of their students and to develop 2. Advisors must demonstrate understanding
those skills and abilities which will increase the of and sensitivity to the racial/ethnic back-
likelihood of student success. The implications ground of their first-year students and take
of these challenges are presented below: into account the influence of these students’
experiences on their attitudes toward and
Understanding Student Needs approaches to college. Demonstration of
understanding and sensitivity will, quite
1. Advisors must become aware of the demo- probably, result in the application of differ-
graphic, academic performance, and cultural ent advising techniques and approaches.
[




Frost (1991) provides an excellent summary
of the student characteristics and advising
techniques that apply to ethnic minorities
and to international students.

. Advisors must demonstrate understanding
of and sensitivity to the differential develop-
mental needs of students with disabilities,
student athletes, and students who are
undecided and/or underprepared and take
into account the way in which these circum-
stances influence their attitudes toward and
approaches to college. Frost (1991) also
describes important characteristics of and
suggests techniques for improving the
quality of advising provided for these
students.

. Advisors must demonstrate understanding of
and sensitivity to the fact that the first year of
college is a major life transition for all stu-
dents. Although the intensity of the transi-
tion varies from one student to another, the
academic and social environment of college is
different from the academic and social envi-
ronments from which students have come. °

Advisor Skills and Abilities

In addition to gaining broader insights on the
nature of students to be served, it is equally
critical that if members of the entering class in
2000 are to be successful, t1en an expanded ar-
ray of advisor skills and abili*ies must be exhib-
ited. The advisor role should focus on the fol-
lowing attributes:

1. An advisor must be a mediator. In this role, the
advisor serves as an individual who assists
the student in mediating the difference
between student expectations and student
experiences. Quality advice rests on the
ability of the advisor to assist the student in
identifying the differences, exploring the
reasons for the differences, constructing a
plan of action for dealing with the differ-
ences, and monitoring the plan of action.

. Anadvisor must be an orchestrator, a blender of
student and institutional resources. Students
bring with them a wealth of increasingly

>

diverse resources and background experi-
ences. The institution provides its own
resources of faculty, programs, facilities,
curriculum, and support services. Itis
knowledge of both student and institutional
resources which places the advisor in the
orchestrator role, focusing on the full utiliza-
tion of institutional resources to help achieve
student success.

An advisor must be an intervener. An inter-
vener is an individual who actively inserts
herself into a process. The role includes not
only monitoring student progress, but also
actively interceding when academic
progress is not what it should be. Although
the role of intervener is one which has been
widely promoted in the field of advising
(a.k.a. intrusive advising), it must be reaf-
firmed if students are to succeed.

An advisor must bc an advocate for constructive
change. Because academic advising is the
only structured activity on campus through
which all students have the opportunity for
ongoing, one-to-one interaction with a
concerned representative of the institution
(Habley, 1981), advisors know how policies,
programs, procedures, and personnel affect

students. However, in many cases, advisors
do not (are not encouraged to) share with
decision-makers the information which
would lead to program, personnel, or policy
modifications. This is particularly important
in the case of the increasing diversity of
entering students, because academic advi-
sors may be the first to recognize how this
diversity may influence programs, person-
nel, and policies. The failure to advocate
effectively for constructive change, will
poorly serve the diverse needs of the enter-
ing class in the year 2000.

In conclusion, the challenges faced by advisors
of the class of 2000 are formidable, but they are
not insurmountable. The challenges will be met,
and will be met well, if advisors focus both on
gaining a greater understanding of the students
they serve and on expanding their roles as me:
diators, orchestrators, interveners, and advo-
cates for constructive change.
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CHAPTER 2

Insights From Theory:
Understanding First-Year Student Development

M. Lee Upcraft

Wes Habley in the previous chapter has confirmed
what anyone knows who has had anything to do
with students in the past 20 years: Today’s stu-
dents are more diverse than ever—by age, race,
ethnicity, gender, culture, family background, aca-
demic preparation, socioeconomic status—the list
goes on and on. Twenty years ago, it was relatively
easy to write a chapter on student development
because students were more homogeneous and
theories were sparse. The challenge today, how-
ever, is far greater, not only because students are
more diverse and theories abound, but because the
institutions they attend are more diverse as well.

While this chapter will review the most preva-
lent theories on student development in general,
ard first-year student development in particu-
lar, it will, because of space limitations, be more
of a road map to various theories than a com-
prehensive exposition of them.

General Theories of Student Development in
the 1960s and 1970s

Betore the turbulent decade of the 1960s, little
was written about the growth and development

“. -
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of students in college. Much of what we as-
sumed about students until the 20th century was
based upon the principle of it1 loco parentis, in
which colleges believed they had a responsibility
to act on behalf of parents for the good of their
students. In loco parentis spawned a plethora of
rules and regulations designed to develop Chris-
tian moral character. In a way, this was the origi-
nal student development theory.

The first secular influence on our thinking about
college students emerged in the late 19th century,
when psychological theorists such as Sigmund
Freud and Karl Jung began to write about hu-
mans from a perspective different from theolo-
gians and philosophers. Twentieth century psy-
chologists such as behaviorists B. F. Skinner, so-
Jial psychologist Erik Erikson, client-centered
therapist Carl Rogers, and developmentalist Jean
Piaget also influenced our perspectives on hu-
man development, and their ideas were appiied
to late adolescent college students. Also, writers
such as Frank Parsons, Donald Super, and John
Holland were identified with the vocational
guidance movement and wrote about the career
development of college students.




The 1960s marked a turning point in the way in
which we theorized and studied college student
development. This turbulent decade not only
produced student activism in higher educa-
tion—it also produced the first efforts to explain
the growth and development of students in col-
lege. It wasn't until the publication of Sanford’s
(1962) The American College that serious scholar-
ship was applied to college student develop-
ment and the environments in which it occurs.
Sanford (1967) postulated the concepts of sup-
port and challenge. He argued that students at-
tempt to reduce the tension or challenge of the
collegiate environment by striving to restore
“equilibrium.” The extent to which students are
successful at this task depends on the degree of
support that exists in the collegiate environ-
ment. Too much challenge is overwhelming;
too much support is debilitating. The challenge-
support cycle results in growth and change.

Sanford’s writings were followed by Chickering’s
(1969) postulation of seven “vectors of develop-
ment” which characterize adolescence and early
adulthood, based on Sanford’s (1967) concepts of
differentiation and integration. Probably no
other theory of student development has been
more cited, used, and researched than
Chickering’s original sever: vectors. Later in this
chapter, these vectors will be described, based on
recent revisions by Chickering and Reisser (1993)
which were designed to apply to adults as well.

At about the same time, William Perry (1970)
developed a theory of intellectual and ethical
development in which students moved in nine
stages from a simplistic, categorical view of the
world to a more relativistic, committed view.
According to Perry, first-year students start out
with an unquestioning, dualistic conceptual
framework (right-wrong, good-bad, beautiful-
ugly) and grow to a realization of the contingent
nature of knowledge, values, and truth. As they
move though the stages of development, they
integrate their intellects with their identities,
gain a better understanding of the world, and
find personal meaning through an affirmation of
their own commitments.

Similarly, Lawrence Kohlberg (1971) developed
a cognitive stage theory of the development of

moral judgment. In his view, moral judgment is
a progression through various stages of devel-
opment, each stage representing a mode or
structure of thought. He is concerned about
how and why judgments are made, as opposed
to their content. The structure of moral thought
includes the decision-making system, the prob-
lem-solving strategy, the social perspective, and
the underlying logic in making a moral choice.

Environmental Theories

Psychology was not the only discipline to affect
our thinking about students. In the late 1960s, sev-
eral sociologists argued that in order to have a
complete understanding of college student devel-
opment, one has to look not only at students, but
also at the environments in which they live. They
focused on the interpersonal aspect of the campus
environment, with a special emphasis on the pow-
erful influence of the peer group. The first notions
about peer group influence were first articulated
by Newcomb and Wilson (1966) when they intro-
duced the notions of the peer group’s powerful
effects on first-year students in the first six weeks
of college. According to Feldman and Newcomb
(1969), peer groups influence students in the fol-
lowing ways: (a) help students achieve indepen-
dence from home and family, (b) support or im-
pede the institution’s academic goals, (c) offer stu-
dents general emotional support and fulfill needs
not met by the curriculum, classroom, or faculty,
(d) give students practice in getting along with
people, particularly those whose backgrounds,
interests, and orientations differ from their own,
(e) provide students support for changing, or not
changing, and (f) affect decisions about staying in
or leaving college.

In the 1970s, the study of student environments
expanded beyond the peer group to a more gen-
eralized concept of campus ecology. We began to
look at the influence of campus environments on
student development, focusing on the relation-
ship between the student and his or her environ-
ment and the impact of that interaction on aca-
demic success and personal development.

In 1973, the Western Interstate Commission for
Higher Education outlined some basic assump-
tions of the ecological perspective based on

~o
~




research about college students. This group
assumed that students enter college with their
own backgrounds, personalities, and experi-
ences, facing an environment never before en-
countered. This environment can have a power-
ful impact on students, particularly first-year
students, whose need to identify and affiliate
with others is strong. The influence is not, how-
ever, only one way. Students can also influence
environments. Some students, particularly first-
year students, are more susceptible to environ-
mental influence, while others, often upper-class
students or older students, appear to be less sus-
ceptible. Collegiate environments are mutable
as well and can be influenced and channeled by
the institution to enhance student success (West-
ern Interstate Commission for Higher Educa-
tion, 1973). When there is congruence between
the student and his or her environment, the stu-
dent is more likely to succeed in college.

These basic assumptions were reinforced by the
research of Astin (1973), Chickering (1974) and
many other researchers which confirmed the
powerful influence of the residential environ-
ment, particularly for first-year students. In gen-
eral, first-year students who live in residence
halls, compared to those who live elsewhere, are
more likely to earn higher grades, stay in college
and graduate, and experience more positive per-
sonal development. Hart in Chapter 9, and
Goodsell Love and Tinto in Chapter 10 discuss
how academic advising can become an integral
part of first-year students’ residential experience.

More recently, campus climate has become a
volatile issue because there is some evidence
that collegiate environments may have an ad-
verse effect for underrepresented groups
(Fleming, 1984; Evans & Wall, 1991) and women
(Hall & Sandler, 1982). Incidents of racial ha-
rassment, discrimination, and violence are, un-
fortunately, all too frequent in today’s collegiate
environment. So, too, are incidents of discrimi-
nation and violence against women, as well as
gay, lesbian, and bisexual persons, and others.

Boyer (1990) offered a framework within which
to look at campus environments, in the light of
what appears to be a deterioration of campus
communities. He identified five principles upon

which to base a campus community. First, it
should be a purposeful community, a place
where the intellectual life is ceniral and where
faculty and students work together to
strengthen teaching and learning. Second, it
should be a just community, where the dignity
of all individuals is affirmed and where equality
of opportunity is vigorously pursued. Third, it
should be an open community, where freedom
of expression is uncompromisingly protected
and where civility is powerfully affirmed.
Fourth, it should be a disciplined community,
where individuals accept their obligations to the
group and where well-defined governance pro-
cedures guide behavior for the common good.
And finally, it should be a caring community,
where the well being of each member is sensi-
tively supported and where service to others is
encouraged.

Specialized Theories of Student Development

With the increased social and cultural diversity
of students over the course of the previous de-
cades, the 1980s brought serious challenges to
existing student development theories, because
it was argued that these theories failed to ex-
plain fully the development of underrepre-
sented groups such as women, racial and ethnic
groups, older students, international students,
gay, lesbian, and bisexual students, student ath-
letes, honors students, commuters, disabled
students, and others. Models of student devel-
opment specifically geared toward these groups
proliferated during this decade.

For example, it is now acknowledged that while
students of color are in many ways similar to
other students in their development, they are also
different. Traditional student development theo-
ries made certain assumptions about the com-
monality of environments, cultures, and back-
ground of students that simply did not apply to
many students of color. Being raised in a minor-
ity culture amidst a majority society creates dif-
ferent developmental outcomes for persons of
that culture. Parental roles, child rearing prac-
tices, cultural values, community commitments
and obligations, and other culture-related factors
combine to produce different developmental
dynamics for minority students. Theories of




student development that focus on diversity in-
clude, among many others, black identity devel-
opment (Cross, 1978, 1991), white identity devel-
opment (Helms, 1992), Asian-American develop-
ment (Sue & Sue, 1985), Hispanic development
(Martinez, 1988), and Native American develop-
ment (Johnson & Lashley, 1988). Brown and
Rivas in Chapter 14 explore the implications of
these differences for academic advising.

Further, it is also now acknowledged that the de-
velopment of men and women is different in
some ways. Carol Gilligan’s (1982) landmark
work In A Different Voice argues that mainstream
theorists often mistakenly base their concepts on
male behavior, thus totally misrepresenting fe-
male development. For Gilligan, the concepts of
autonomy and separation are indicative of male
development, while female development is better
explained by the concepts of connectedness and
relationships. Other theorists who attempt to ex-
plain the unique developmental processes of
women include, among many others, Belenky,
Clinchy, Goldberger, and Tarule (1986), Josselson
(1987), and O’Neil and Roberts Carroll (1988).

Likewise, Patricia Cross (1981), in her landmark
publication Adults as Learners was one of the first
to challenge the age bias of student development
theories. She interpreted adult student develop-
ment in the light of adult developmental learning
theories, which are covered in much greater de-
tail in Chapter 13 by Creamer, Polson, and Ryan.
They highlight, among others, Schlossberg,
Lynch, and Chickering's (1989) view that adult
learning is a transition process which extends
from the first moment one thinks about returning
to college to the time when the experience is com-
plete and integrated into one’s life.

And finally, until recently, gay, lesbian, and
bisexual development was almost totally ig-
nored by developmental theorists. While these
students have a great deal in common with
their heterosexual colleagues, they are faced
with somewhat different developmental issues,
based on their sexual orientation. Cass (1979,
1984) identified six stages of homosexual iden-
tity formation which are differentiated on the
basis of an individual’s perceptions of his or
her own behavior in relation to self-recognition

as a homosexual, including identity confusion,
identity comparison, identity tolerarice, identity
acceptance, identity pride, and identity synthesis.

Student Development Theory in the
1980s and 1990s

The decades of the 1980s and 1990s brought con-
tinued exploration of specific aspects of student
development. It was during these decades that
higher education became more concerned about
why many students leave college, and this con-
cern led to several theories about why some stu-
dents succeed in college while others do not.

Probably the most often quoted theory about
why students succeed in college is Alexander
Astin’s (1985) Involvement Theory. Based upon the
extensive body of retention literature, Astin ar-
gued that students learn and develop best by be-
coming involved, that is, by investing physical
and psychological energy in the collegiate experi-
ence: The greater the quantity and quality of in-
volvement, the more likely the student will suc-
ceed in college.

Taking another approach, Schlossberg, Lynch,
and Chickering (1989) argued that student suc-
cess is dependent on the degree to which stu-
dents feel they “matter.” Mattering refers to the
beliefs people have, justified or not, that they
matter to someone else, that they are the objects
of someone else’s attention, care, and apprecia-
tion. In the collegiate environment, students,
particularly first-year students, must believe that
they matter and that others (peers, faculty, staff,
and family) care about them. They must develop
a sense of belonging if they are to succeed. They
must feel appreciated for who they are and what
they do, if they are to grow, develop, and succeed
in college. If students, particularly first-year stu-
dents feel “out of things,” ignored by the main-
stream, and unaccepted, they will feel marginal
and are therefore much less likely to succeed in
college. Minority students in predominantly
white institutions are often most susceptible to
these feelings of marginality.

Another approach to explaining student success,
focusing on first-year student success, is Tinto’s
(1987, 1993) reflections of the stages of first-year
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student integration ii.to college life. Applying
Van Gennep’s (1960) concepts to student attri-
tion, Tinto suggested that the process of student
departure can be conceptualized into three dis-
tinct stages: separation, transition, and incorpora-
tion. Tinto argues that in order for students to
succeed in college, they first must experience
separation from their previous life experiences
and enter the collegiate environment. They then
progress to the transition stage, in which they
have not yet acquired the norms or established
the personal bonids needed for full integration
into the collegiate environment, and are often
torn between their old environment and the new
one. To negotiate the incorporation stage suc-
cessfully, first-year students must establish full
membership in both the social and academic
communities of college life. Social interactions
are the primary vehicle through which such in-
tegrative associations occur. Entering students
need to establish contact with other members of
the institution, students and faculty alike. Fail-
ure to do so may lead to dropping out. Experi-
ences important to first-year student success
include participation in orientation seminars,
good peer support, knowledge of student and
academic services, and at least one caring rela-
tionship with a faculty or staff member.

Returning to Chickering’s (1969) seven vectors,
Chickering and Reisser (1993) revised them to
make them more applicable to today’s more di-
verse students. These revised vectors include (a)
developing intellectual, physical and manual,
and interpersonal competence; (b) managing
emotions such as anxiety, anger, depression, de-
sire, guilt, and shame, as well as rapture, relief,
sympathy, yearning, worship, wonder, and awe;
(c) moving through emotional and instrumental
autonomy toward interdependence; (d) develop-
ing mature interpersonal relationships including
a tolerance and appreciation for differences and a
capacity for intimacy; (e) establishing a sense of
identity in a social, historical, and cultural con-
text, including gender and sexual orientation,
clarification of self-concept, sense of self in re-
sponse to feedback from valued othcrs, self-
acceptance and self-esteem, and personal sta-
bility and integration; (f) developing purpose,
including vocational plans and aspirations,
personal interests, and interpersonal and family

commitments; and (g) developing integrity, in-
cluding humanizing values, personalizing values,
and developing congruence in values.

There were also advances in theories of cogni-
tive development. David Kolb (1984) developed
a four stage model of learning. The reflective
observation stage involves understanding ideas

” .m different points of view and forming opin-
ions from the process of taking in many differ-
ent ideas. The abstract conceptualization stage
involves looking at the logic of an idea and sys-
tematically using ideas or theories to solve prob-
lems. This is the thinking stage of learning. The
other two stages concrete experience and active
experimentation involve, respectively, learning
from one’s feelings and from one’s action.

By Kolb’s account, a learner enters the learning
cycle at a stage determined by his or her own
habits and preferences, but in order for learning
to take place, the learner must pass through all
four stages, perhaps several timeés, and not nec-
essarily in the same order each time.

Marcia Baxter Magolda (1992) studied students’
perceptions of the nature of knowledge and the
role of gender in their changing patterns of rea-
soning. She describes different kinds of
"knowers” which are gender related, but not
gender “dictated.” Absolute kncwers view
knowledge as certain and authorities as having
access to absolute truths. Women are more
likely to be receivers of knowledge in their pat-
terns of reasoning, while men are more likely to
master such knowledge. Transitional knowers
view knowledge as absolute in some areas but
not in others. Wor1en are more likely to be in-
terpersonal in their patterns of reasoning, while
men are more likely to be impersonal. Indepen-
dent knowers view knowledge as mostly uncer-
tain. In this type of knower, the two patterns of
reasoning were interindividual, used most fre-
quently by women, and individual, used more
frequently by men. And finally, contextual
knowers view some knowledge claims as better
than others in a particular context, with no gen-
der differences.

Kitchener and King’s (1990) model of reflective
judgment is also worth some discussion. They




offer a model of “reflective judgment” defining a
hierarchical, seven stage sequence of increasingly
complex states of relating to what people know
or believe and how they justify their knowledge
claims and beliefs. They argue that each stage
represents a logically coherent network of as-
sumptions and concepts that are used to justify .
beliefs. Students progress from Stage 1, when all
knowledge is certain, to Stage 2 when all knowl-
edge is certain but not always observable, to
Stage 3 when temporary uncertainty emerges,
using one’s own biases until absolute knowledge
is possible, to Stage 4 when some knowledge is
permanently uncertain, to Stage 5 when knowl-
edge is uncertain, and subjective interpretation is
based on rules of inquiry in a particular context,
to Stage 6 when knowledge is constructed, and
beliefs are based on generalized rules of inquiry,
to Stage 7, when objective knowledge is obtain-
able, and beliefs are better or worse approxima-
tions of reality based on evidence.

The spiritual development of students, which
some critics had argued had been long ignored
by theorists, was highlighted in the late 1980s
when Fowler (1981) postulated six stages of
spiritual development. They include intuitive
projcctive faith, most often prevalent in early
childhood, when fantasy and limitation are
powerful influences and faith is a function of
what children hear and see from adults around
them. In Stage 2, the mythic-literal faith, most
often prevalent in childhood and beyond, per-
sons adopt the stories, beliefs, and observances
that symbolize being a part of a community, and
moral rules, attitudes, and beliefs are inter-
preted literally. In Stage 3, synthetic-conventional
faith, most often prevalent in adolescence and
beyond, faith becomes a basis for one’s personal
identity and synthesizes one’s personal and
family based values. Intuitive-reflective faith,
most often prevalent in young adulthood and
beyond, is characterized by individuals recog-
nizing the needs to take responsibility for their
commitments, life-styles, beliefs, and attitudes.
In Stage 5, conjunctive faith, prevalent in mid-life
and beyond, persons are open to the voices of
their deeper selves, and recognize the prejudices
and myths that are part of self-esteem by virtue
of one’s experiences. In the final stage, universal-
izing faith, individuals move beyond paradoxes

and polarities and become grounded in a one-
ness with the power of being, or more specifi-
cally, a sovereign god.

Implications for Academic Advisors

While awareness of these theories is important
for a better intellectual understanding of today’s
students, what do all these theories mean for
practice? What do they mean for the student
who comes to an academic advising office in
search of help? The answer to both of these
questions is that theories provide contexts
within which to build a unique relationship
with that student. Each entering student, be-
cause of his or her background, experiences,
personality, and characteristics, brings a unique
identity to the collegiate community. The
myriad of collegiate experiences shape and
mold that entering identity, resulting in favor-
able or unfavorable educational outcomes for
that student.

By knowing all of the potential influences--past
and present, personal, interpersonal, and envi-
ronmental—in first-year students’ lives, we are
better able to establish the kind of academic ad-
vising relationship that most often lead to stu-
dent success, however defined. We cannot be-
effective as academic advisors if we are not
aware of the developmental possibilities for
each student we see. We must, therefore, be
aware of student development theory, and use it
for the good of our students. We owe them
nothing less.
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PART 2

ApviSING FIRST-YEAR STUDENTS:
PATTERNS IN THE PRESENT




Creating Successful Transitions Through
Academic Advising

Eric R. White, Judith J. Goetz,
M. Stuart Hunter, & Betsy O. Barefoot

Both orientation and academic advising are
staples of the first-year college experience in
contemporary American higher education, serv-
ing important roles in enhancing student suc-
cess (Noel, Levitz, & Saluri, 1985). But for a va-
riety of reasons orientation and advising have
historically tended to exist as events apart from
one another—designed, administered, and
implemented by different departments or units
with little collaboration.

As essential components of a successful first-year
experience, orientation and academic advising
are processes which can be linked and integrated
in a variety of ways. The processes should share
the common goal of helping students achieve
academic integration as well as social integration
into the college experience (Tinto, 1993). On
many campuses, the standard method of decen-
tralized advising makes achieving such collabo-
ration an enormous and difficult challenge.
However, exemplary practices do exist in wirich
advising processes are linked to pre-enrollment
and extended orientation. This chapter will pro-
vide an overview of such practices. In spite of
what may seem to be divergent aims, styles, and

methods, the processes of orientation and aca-
demic advising can be successfully linked,
thereby providing entering students a coherent
introductory experience and a clear view of the

academic expectations and realities of campus
life.

Pre-Enrollment Orientation

Entering students receive institutional orienta-
tion in a variety of formal and informal, sanc-
tioned and non-sanctioned, official and unoffi-
.cial ways. Through these various means, stu-
dents learn about the institution, shape per-
sonal perceptions, and make decisions which
affect their academic success.

Orienting students to the culture of higher edu-
cation in general and to a specific institution can
take many forms. The particular form depends
upon (a) institutional type, mission, and tradi-
tions; (b) student characteristics and abilities;
and (c) available financial resources tor program
development and staffing. But whatever the
particular form, an intentional and well-planned
orientation program should “aid (students) in
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their transition to the institution, expose them to
the broad educational opportunities of the insti-
tution, and integrate them into the life of the
institution” (Council for the Advancement of
Standards for Student Services/Developmental
Programs, 1986, p. 97).

In identifying the components of effective orien-
tation programs, Smith and Brackin (1993) name
six broad categories of program content: aca-
demic information, general information, logisti-
cal concerns, social/interpersonal development,
testing and assessment, and transitional pro-
gramming. Results of a 1991 survey of existing
orientation programs found that one of the most
frequently identified content areas specifically
addressed in orientation programs was the topic
of “academic structure, requirements, and
grades” (Strumpf, 1991, p. 80). This area of con-
tent programming was included in 92% to 96%
of the programs identified by the survey (Smith
& Brackin, 1993). The most recent orientation
literature strongly supports the inclusion of aca-
demic advising issues in orientation: “The clear
trend in orientation . . . is to move away from
addressing primarily social, personal adaptation
issues to a much greater emphasis on academic
orientation and introduction to the college expe-
rience” (Gardner & Hansen, 1993, p. 190).

Placing a greater emphasis on creating an aca-
demic orientation is consistent with the many
aspects of effective academic advising. Itis im-
portant, however, to recognize that both orienta-
tion and academic advising are much more than
single, definable events. Rather, they are pro-
cesses that take place over time with the com-
mon goal of enhancing the overall success of
college students.

Linking Pre-Enrollment Orientation
and Advising

When entering students are invited to campus
before their first semester of enrollment, there is
an opportunity to initiate an academic advising
program. A well-planned first stage of advising
has the potential to keep students engaged in
their academic careers throughout their first
year and beyond. “Begin the advising relation-
ship with an awareness of the larger purpose of

advising and move to an awareness of details,”
writes Frost (1991, p. 71). Allowing students to
work through such a process with academic ad-
visors provides a way for students and the insti-
tution to exchange expectations. As Gardner and
Hansen (1993, p. 184) indicate, “an effective ori-
entation provides an initial opportunity for the
new student to begin to develop that all impor-
tant relationship with the academic advisor.”

For many students, the first personal contact with
the institution comes through some kind of pre-
enrollment orientation program. Larger institu-
tions and those with automated processes may
never see entering students at the point of admis-
sion. Consequently, many students arrive at our
institutions with little knowledge of the language
or practices of higher education. Students need
to learn a new vocabulary, such as the difference
between colleges and universities or between
semesters and terms. They need to understand
the curricular structure, such as majors, minors,
options, and emphases, as well as distinctions
between baccalaureate and associate degrees, or
the bachelor of science and the bachelor of arts
degrees. Students should know the difference
between officially withdrawing from school or
simply not attending classes. They need to know
who makes the rules, what these rules are, and
who enforces them. And, most importantly, they
need to know what it takes to succeed.

All of these needs have to be addressed if enter-
ing students are to comprehend the nature of the
institution they have chosen and take full advan-
tage of the educational experiences provided. Of
the many concepts new to entering students, aca-
demic advising is sure to be one which, at first,
might be especially ambiguous or even un-
known. If students are not involved early in the
process of academic advising, the opportunity to
establish this critical relationship between the
student and the institution is often lost. The suc-
cessful transition of students to higher education
depends upon their acculturation into that insti-
tution, and it is within the context of academic
advising that this transition can occur.

What an academic orientation program looks
like is often the result of who has been given
responsibility for implementation. When a
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program is constructed to focus on academic
advising, components can be provided in an
integrated, seamless structure so that students
are given the opportunity to use information,
to relate this information to themselves, and to
begin the critical task of assessing themselves
in relationship to their academic interests and
abilities. The model for such a pre-enrollment
academic orientation program need not be
complex; rather, it has to reflect the needs of
the students, providing them a chance to incor-
porate what they have learned into meaningful
activities.

Program Components

A successful pre-enrollment academic orienta-
tion program should start with a clearly identi-
fied focus which includes components that are
well-crafted and carefully articulated. Such a
program might include group and individual
activities that lead students from general infor-
mation and broad perspectives to specific in-
formation with an individual, more personal
focus.

Introducing the Program. Learning the language
of higher education can comr-. first: Introducing
students to the role of academic advising, de-
tailing the many new terms which will become
part of their vocabulary, explaining the struc-
ture of the college or university and how it
might differ from other colleges or universities,

" examining the mission of higher education in
general and of the institution attended in par-
ticular. Learning this language often seems
like a formidable task for the student, but a
well-produced video or slide-tape show, run-
ning no more than 15 minutes, can accomplish
this goal. In this component, philosophies of
cultural diversity can be presented, the range
of educational opportunities explored, co-cur-
ricular experiences such as volunteerism and
leadership development endorsed as legitimate
educational endeavors, the use of internships
encouraged, and the value of study abroad pro-
moted. What is presented in such an introduc-
tion is a distillation of the institution’s mission
and values. Such presentations are part of the
academic advising experience and can serve as
a first component.

Assessing the Student. A component for assess-
ment can follow an introduction. To a certain
extent, all students are assessed academically as
they enter college because the admissions pro-
cess is a type of assessment. While the forms
may vary, communicating such assessments is
vital if students are to understand what the na-
ture of the transition to higher education will be
like. Such an opportunity is important for all
types of students: those enterirg directly from
secondary education, those returning to higher
education after some years’ absence, those trans-
ferring from one institution to another. All of
these transitions represent a change of context,
and understanding the new context will enable
the student to cope better.

Assessment should include placement testing
and self-report surveying. Academic advisors
meeting students for the first time will want to
know if students are ready for a particular edu-
cational experience. They will want to know
about preparation for certain beginning courses
and how students compare with other students
at the institution. Advisors will want to ascer-
tain the relationship between students’ abilities
and their interests.

This can be a complex matter. A well-organized
assessment component involving placement test-
ing and the collection and dis;semination of infor-
mation about students can be used to assist the
advising process. For example, placement testing
should relate to the curriculum of the institution.
If all students are required to take begir 1ing En-
glish composition, then a measure of preparation
is necessary. If all students must take a math-
ematics course, an assessment is crucial.

While placement testing has long been a compo-
nent of pre-enrollment advising and orientation,
the surveying of students along other educa-
tional dimensions has considerable potential for
a rich exchange between the student and the
academic advisor. What du advisors want to
know about students, and how can this informa-
tion be beneficial in an advising exchange? Ad-
visors might seek answers to questions such as
the following: How did a student react to spe-
cific high school courses? Has the student had
any schooling other than high school? How




many hours did a student study outside of
classes during high school? Is English the
student’s native language? What does the stu-
dent read (excluding school assigﬁments)? Is
there a work history (part-time, full-time, paid,
or volunteer)? What grades does the student
expect, and how many hours of study are antici-
pated to achieve these grades? In what areas of
study is the siudent interested, and how strong
are these interests? How certain is the first
choice of major? Who influenced the decision?
How much does the student know about the
field of study identified? How does the family
feel about the choice? If the student were not
going to college, what would the alternative be?
Does the student plan to have a job while in
school or to engage in co-curricular activities?

By answering these questions, students are able
to engage more actively in the advising pro-
cess. They can learn what the institution wants
to know about them and how the information,
in conjunction with academic assessments, can
be used to contemplate the first semester of
enrollment. The first purpose of such survey-
ing is to establish an academic advising rela-
tionship, not simply to collect data; therefore,
the questions must be relevant to the educa-
tional experience. Assessment data, especially

those which compare students with other stu- .

dents, need to be explained carefully, first, per-
haps, with a standardized interpretation fol-
lowed by the opportunity for an individual
meeting with an advisor who has access to
these data. '

Interacting Individually. An effective way to
personalize the pre-enrollment stage of aca-
demic advising is to include an individual ex-
perience that focuses on educational planning
issues. In some cases, this may be the first time
the student has talked about interests, goals,
values, and expectations with anyone from the
institution. Discussion of these issues marks a
significant point in the student’s transition to
higher education and must be dealt with intel-
ligently and sensitively. Such an opportunity
provides for interaction with advisors using
forms of assessment that include admission
information, placement testing, and self-report
surveying.

For example, the advisor might look to avail-
able assessment information in preparation for
an individual session with a student interested
in pre-medicine. From admission data, the fol-
lowing questions « wuld be asked: What science
courses did the student take? How well did
the student perform in those courses? Did the
student graduate from high school recently?
From the placement testing results, the advisor
may ask: Did the student perform well enough
on the mathematics test to take the courses re-
quired for pre-medicine? Were any other re-
sults from placement testing pertinent for this
student? From the self-report surveying, the
advisor may pursue the following ideas: How
did the student react to high school science
courses? Did the student indicate any volun-
teer experiences that relate to the field of
study? Who may have influenced the choice of
pre-medicine? How does the student’s family
feel about the student’s current plans?

Information such as the following might be
learned during the individual student session.
Specifically, from the admission data available,
an advisor learns that the student earned aver-
age grades in biology, mathematics, and chem-
istry in high school. From the placement test-
ing data, the advisor {inds that the student
needs to review mathematics and cannot start
with the first course in the pre-medicine cur-
riculum. From the self-report survey, the advi-
sor learns that the student liked biology, but
did not like chemistry in high school. In addi-
tion, the student indicates liking a volunteer
experience at a local hospital and being influ-
enced by the media porirayal of physicians.
Also, the student reports that the family is in-
different to the current educational plan of pre-
medicine.

During the session, the advisor and the student
will work with the information available from
the forms of assessment, as well as with new
ideas and perspectives that are raised. The advi-
sor needs to pace the session so that the student
begins to see relationships among the pieces of
information related to educational and curricu-
lar planning. Therefore, the individual educa-
tional planning component fits into the context
of an academic orientation program by helping




students begin to address the multitude of is-
sues involved in making sound educational
plans.

Presenting Academic Information. In most institu-
tions, the complexity of academic programs, poli-
cies, and procedures can overwhelm new stu-
dents. Admission materials are usually too gen-
eral for advising purposes once students select
the institution and begin the process of academic
planning. Internal academic documents fre-
quently do not take into account how new stu-
dents will read the information. Therefore, the
interpretation of academic materials is critical,
and how and when such materials are presented
to students constitute an important component of
an academic orientation program.

Many documents can become academic advis-
ing tools, from the institution’s catalog to a
department’s course descriptions. However,
decisions must be made about what is to be pre-
sented, and then, when is the best time for intro-
duction. Regardless of the technology used for
delivery, only information that will be put to
use during the pre-enroliment program should
be included in order to help students focus their
attention. Exercises and activities in which stu-
dents use the materials in meaningful ways can
help to organize the information.

Also, the effectiveness of the academic informa-
tion component depends on the skill of the pre-
senter and the nature of the interchange. Small
groups of students interacting with each other
and with someone who can interpret the materi-
als contribute to students’ confidence in using
the information. Although the implicit objective
of the component may ve to unfold the nature of
the institution, the explicit objective needs to be
concrete and leac' to specific outcomes. For ex-
ample, showing students how to develop a
schedule of classes may appear to be simplistic.
However, through effective use of academic ma-
terials, the activity can reveal the purposes of
the curriculum, suggest strategies for individu-
alizing the academic program, and emphasize
the importance of academic advising.

Key personnel from the academic units should
contribute both to planning and conducting

these academic information sessions as well as
to monitoring their effectiveness. This is espe-
cially true in determining the usefulness of the
materials selected and the activities planned.
Caution should be exercised not to overload stu-
dents with too much information at this time.

Focusing on the Area of Enrollment. Eventually it
is important in pre-enrollment advising pro-
grams for students to identify with the require-
ments and specific advising structure of their
chosen area of enrollment. Discussions
throughout the advising session, placement test
results, the curricula of the institution, and so
forth, will take on additional meaning in the
context : the student’s current educational
plans. In some cases, a meeting may take place
with someone who will become the student’s
academic advisor through the first year of col-
lege, or perhaps throughout the entire degree
program. The concluding activity of this advis-
ing session should be the first semester schedule
of classes, which represents moving from a gen-
eral, broad perspective to a more specific and
personal focus. At this point, students should
be able to use what they have learned to articu-
iate the rationale for particular course selections.

Involving Families. A critical part of the educa-
tional experience for many students is the in-
volvement of their families in the introduction
to college. By sharing some of the same experi-
ences, families who participate in a pre-enroll-
ment academic orientation program have a con-
text in which to understand better the opportu-
nities and challenges that will face their stu-
dents. The process of educational exploration
and decision making about an academic plan is
an experience that unfolds over time for most
students. As a result, families should be aware
of how the institution supports students
through this process. Clear presentations of the
philosophy and structure of the institution’s aca-
demic advising process should be incorporated
into the program.

Sessions just for families should be included with
opportunities to ask questions, both individually

and in groups. The long-term effectiveness of the
introduction to academic advising rests with the
student taking charge, and, for some students,
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this may be the first time they make academic
decisions on their own with advisors who have
the potential to influence their lives. It is impor-
tant for families to understand this in a setting
where adequate time is allowed to address is-
sues with academic advisors.

Three examples of effective pre-enrollment pro-
grams are worth describing briefly. The Penn-
sylvenia State University’s Freshman Testing,
Counseling and Advising Program (FTCAP), a
pre-enrollment academic orientation program
for stzdents and families, has been in operation
for over 38 years. The basic objective of this first
stage of acidemic advising is to enable students
to assess their educational plans with advisors
before classes begin. The longevity of this pro-
gram provides a rich perspective on introducing
students to academic advising. For an over-
view, student schedule, and description of ac-
tivities of this program, contact Judith Goetz,
Division of Undergraduate Studies, Pennsylva-
nia State University. Other institutions which
include academic advising as a significant por-
tion of orientation include, among many others,
Ohio State University, Indiana University, and
the University of Texas at Austin.

Linking Advising and Extended Orientation:
The Freshman Seminar

Equally critical to pre-enrollment orientation is
an introduction to academic activities which will
follow once classes have begun. While a pre-
enrollment academic orientation program can
have its own focus, ultimately it should also pre-
pare students for the next phases of their educa-
tional experience, such as working within the
institution’s advising structure. However, an
equally powerful way for first-semester students
to enhance academic advising and the transition
to college is to participate in freshman seminars.

“Freshman seminar” is the most common name
for a special academic course which is offered
now for new students at approximately two-
thirds of American colleges and universities. Al-
though institutions report a wide range of spe-
cific goals and objectives for freshman seminars,
the goal reported for approximately 70% of them
is to provide students an extended orientation to

the campus and its resources, to themselves as
learners, to the essential academic skills neces-
sary for success, and to the world of higher edu-
cation, its present and its past (Barefoot &
Fidler, 1992).

Although freshman seminars, as a course type,
date back over 100 years (Fitts & Swift, 1928),
their greatest popularity has come about since
1980 (Barefoot & Fidler, 1992). Survey research
conducted by the University of South Carolina
in 1988, 1991, and, most recently, in 1994, indi-
cates that well over 80% of these courses were
begun in the last 15 years. A number of con-
verging circumstances, both internal and exter-
nal to the institution, continue to drive this phe-
nomenon. Among these circumstances are the
following:

% The increasing complexities of contempo-
rary life which affect the greater society (i.e.,
diversity, health issues, drug use, conflict
and violence) but often have an even more
significant impact on first-year coilege stu-
dents;

% The influx of first-generation, socioeconomi-
cally disadvantaged, and ethnic minority
students into higher education;

% The need for colleges and universities to of-
fer preparation in basic study skills and time
management;

% The alarming college dropout rate which
continues unabated and is at its peak during
the first year of college.

Freshman seminars can addrecs each of these
four factors through both course content and
process. Content for such courses may be an
eclectic mix of issues of campus life, study skills,
health and wellness, or may focus on any aca-
demic topic chosen by the institution and/or its
faculty. There is evidence that freshman semi-
nars increase rates of student persistence and
academic success, because they are highly inter-
active, personal, and small groups (approxi-
mately 20 students) in which students find sup-
port from each other and from the instructor
(Fidler, 1991). Freshman seminars that achieve




maximum student-to-student and student-to-
faculty interaction do result in higher rates of

freshman-to-sophomore retention (Barefoot,
1993).

The supportive atmosphere of the freshman
seminar makes it an ideal setting for academic
advising. In many freshman seminars, some
aspects of advising take place informally and
unofficially in the context of discussions about
potential academic majors and careers as well as
reminders to students about registration dead-
lines and withdrawal /drop-add regulations. In
a growing number of these courses, the seminar
instructor is the official academic advisor for
seminar students. Research conducted in 1991
by the University of South Carolina’s National
Resource Center for The Freshman Year Experi-
ence indicated that approximately 22% of fresh-
man seminar instructors were the academic ad-
visors for seminar students (Barefoot & Fidler,
1992). Follow-up national survey research in
1994 (National Resource Center for The Fresh-
man Year Experience, 1995) indicates that this
percentage has increased to 33%; that is, of the
720 institutions reporting freshman seminars in
1994, 238 indicated that academic advising of
seminar students is one of the responsibilities of
seminar instructors. In addition, survey data
show that the linking of academic advising and
freshman seminar instruction is most common
in four-year institutions with fewer than 5,000
students. Specifically, of the 238 institutions
reporting a linkage of these two activities, 171
were four-year institutions, 136 with enroll-
ments of fewer than 5,000 students. Although
the small, four-year campus is the most common
setting for academic advising within a freshman
seminar, such programs can and do work well
at large universities and at two-year institutions.

Designing Freshman Seminars for Undecided/
Exploratory Students

The freshman seminar can be a useful structure
for providing special assistance to undecided/
exploratory students, and a number of Ameri-
can colleges and universities have developed
such seminars (Barefoot & Searcy, 1993; Hunter
& Harwood, 1993). One such course, developed
at the University of South Carolina in the 1980s,

combined an academic orientation to the univer-
sity with academic advising and ~~reer develop-
ment. The course was designed to provide a
systematic approach to the decision-making
process regarding academic major and career
through the study of higher education and the
potential roles of students within the university.

The course had four components: a foundation,

an academic orientation, an academic major/

career planning decision segment, and an intro-

duction to student development/campus re-

sources. The individual session topics through-

out the term allowed students to accomplish the

following goals:

% To acquire a long-range overview with an
awareness of short-range realities;

% To identify, develop, and demonstrate skills
and unique strengths;

% To make realistic choices based on informa-
tion about themselves as individuals and the
environment;

% To investigate the basis of their choices and
possible conflicts resulting from their
choices;

% To realize that choices affect future out-
comes;

% To accept the fact that the responsibility for
gathering information and making choices is
ultimately theirs alone.

Specific activities in the foundation component
included group building, self-awareness exer-
cises, an examination of the purposes of higher
education, and an introduction to student devel-
opment theory. The academic component in-
cluded study skills, understanding and using
the college catalog, choosing courses and in-
structors to match individual learning; styles,
course sequencing and balancing, the registra-
tion process, faculty roles and responsibilities,
students’ responsibilities in the advising pro-
cess, and calculation of grade point averages.
Career planning topics included assessment of
personality and skills, values and expectations,
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decision making, career information interviews,
and résumé writing. Campus resources and
student development activities were included
throughout the course to support and empha-
size various course aspects.

Programs Which Link Freshman Seminars and
Academic Advising

Even more powerful results can be obtained
when freshman seminars are linked to aca-
demic advising. For example, at The Ohio
State University, a public research university
with over 50,000 students, both academic ad-
vising and the required, one quarter-hour, 77-
year old freshman seminar, “University Sur-
vey,” are administered and implemented
through the University College. During pre-
semester orientation, all of the approximately
11,000 new students (both incoming freshmen
and lower-division transfer students) are as-
signed an academic advisor who is also the in-
structor for the student’s section of the fresh-
man seminar. This large pool of academic ad-
visors is comprised of graduate students and
professional advisors who attend three weeks
of training before teaching the course. The
seminar itself involves large group lectures for
approximately 200 students and smaller group

recitation sessions (approximately 40 students).

Because the advisor meets with his/her
advisees weekly in the recitation, much advis-
ing information can be given to th= entire
group, students and advisors develop closer
relationships, and each is given structure
within which to have regular, predictable con-
tact with the other. For more information, con-
tact Mac Stewart, Dean, University College,
The Ohio State University.

" At the University of Houston, a public research

university with over 32,000 students, a fresh-
man seminar, “A Gateway to the Core and
Core Study” (Core 1101), has been offered to
first-year students since the fall of 1993. Cur-
rently, this course enrolls from 60 to 90 stu-
dents each semester who are in the University
Studies Division. Instructors for the course are
professional advisors within the Division who
also serve as advisors for seminar students.
Core 1101 carries one semester hour of elective

credit and is divided into three primary units.
The first unit which extends over four weekly
sessions addresses “Ways of Knowing: Inquiry
within the Core.” Students are introduced to
the core itself and to disciplinary ways of
knowing by faculty within core disciplines.
The second unit is a traditional eight-week ex-
tended orientation seminar in which students
gain mastery in basic study skills and related
life skills. The last class within the second unit
is an advising session in which several advisors
work with seminar students to set future
course schedules and broader academic plans.
The final unit, “From Core Study to Career,”
extends over the last three weeks of the semes-
ter. In this unit, faculty and representatives
from both Career Planning and Placement and
Learning Support Services introduce students
to the professional disciplines and career op-
tions. For more information, contact Hyland
Packard, Assistant Vice President, University
Studies Division, University of Houston.

A third example of linking freshman seminars
with academic advising is Millsaps College in
Jackson, Mississippi, a liberal arts college with
an enrollment of approximately 1,400 students.
At that institution, all first-year students are re-
quired to participate in two parallel courses: In-
troduction to Liberal Studies—a semester-long,
four-credit course—and Perspectives — a one-
half credit extended orientation course which
extends over the first eight weeks. All faculty
members who teach the Perspectives course also
teach these students in one freshman class and
serve as the official academic advisors for Per-
spectives students during the first two years or
until students declare a major. Advising is ac-
complished both in group and in one-on-one
sessions between advisor/advisee. In prepara-
tion for both advising and first-year instruc-
tional responsibilities, participating faculty
members are provided pre-semester training
workshops and comprehensive supporting ma-
terials. By linking advising and freshman semi-
nar instruction, both advisors and students are
able to form closer bonds than might otherwise
result from the traditional advisor/advisee rela-
tionship. For more information, coritact Michele
Martin, Director of Academic and Career Devel-
opment, Millsaps College.
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At Yakima Valley Co.amunity College, an insti-
tution enrolling 6,000 students in Yakima, Wash-
ington, the two quarter-hour freshman seminar
elective is the primary structure for academic ad-
vising for first-year students. As part of the
course curriculum, students complete the Strong
Interest Inventory and undertake personal re-
search on the academic and career paths identi-
fied by the Inventory. Prior to the registration
date for the next quarter, one class session is de-
voted to helping students select appropriate
courses. Students are divided into small groups
by intended major and work together with the
instructor’s guidance to determine each group
member’s course schedule. After the course
ends, each seminar class convenes for two addi-
tional meetings prior to registration during sub-
sequent quarters to share information on courses
taken, teaching styles of professors, and plans for
the future. After completing one full year at
Yakima Valley, students may continue to be ad-
vised by the freshman instructor or may select an
advisor within the major department. For more
information, contact Kathy Calvert, Counselor/
Instructor, Yakima Valley Community College.

Conclusions and Recommendations

An effective orientation process should include
pre-enrollment and extended formats and serve
as an integral part of a comprehensive academic
advising program, based on the following
guidelines:

Pre-enrollment Programs

< Each student should be provided with indi-
vidual interaction with an advisor.

% Self-report surveying should be used during
the individual session as a mechanism for
engaging students in the academic advising
process.

< Feedback should be provided to students
and their families based upon data collected
from the assessment activities.

% Academic orientation should be a coordi-

nated effort between members of the aca-

demic community.

Freshman Seminars

+ Seminars should reflect the needs of an insti-
tution and its students.

% Seminars should be taught in small sections
by faculty or student affairs staff.

3

%+ Class sessions should be highly interactive,
personal, and allow for maximum student-to-
student and student-to-instructor interaction.

% Course content should vary depending on
the needs of institution, its students, and its
faculty.

% Seminars should be linked to the academic
advising program of the institution.

By linking orientation and advising, institutions
can reap the following benefits:

% An academic orientation program supports
the institutions' retention efforts.

% Essential messages about academic advising
are delivered early to students.

Q2
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Databases can be established which indicate
trends and provide perspectives on the stu-
dent population.

% Professional development for faculty and
staff advisors is enhanced through their in-
volvement in such programs and courses.

Successful academic advising transition pro-
grams should include an introduction to the
educational milieu and culture, student assess-
ment, individual interactions between the stu-
dent and the faculty/staff, presentation of aca-
demic information, and individual educational
planning. Most importantly, orientation and
academic advising should be understood not as
single events, but as processes that should be
linked programmatically.
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Organizing and Delivering Academic Advising
for First-Year Students

Margaret C. King & Thomas J. Kerr

Following most pre-enrollment academic advis-
ing programs, entering students are typically
assigned to an academic advisor. Advisors can
play an important role in helping students for-
mulate sound educational and career plans
based on their values, interests, and abilities,
thereby increasing their chances for academic
success, satisfaction, and persistence. Academic
advising remains the most significant mecha-
nism available on most college campuses for

aiding and abetting this important process
(Habley, 1993b).

There are, however, choices to be made about
who will advise first-year students and how
the institution should organize such advising.
This chapter begins with a discussion of the
various groups on campus that are qualified to
deliver academic advising: faculty, profes-
sional (full-time) advisors, counselors, peer ad-
visors, and paraprofessional advisors. Next,
the seven standard organizational models of
advising are discussed: faculty-only, supple-
mentary, split, dual, total-intake, satellite, and
self-contained. The discussion includes a basic
definition of each model, its strengths and

weaknesses, the degree of its popularity on col-
lege campuses, and concludes with an example
of a campus that has utilized that model. This
chapter concludes with a discussion of the fac-
tors intlucncing the organization and delivery
of advising services, followed by a discussion
of the unique characteristics and challenges
that first-year students present to an academic
advisor. Two “ideal” models are presented,
one for the two-year and one for the four-year
campus, both of which are based on collabora-
tion and shared responsibility.

Advising Delivery Systems

Academic advising services can be effectively
provided by five key groups of educators on
our campuses, including faculty, professional
(full-time) advisors, counselors, peer advisors,
and paraprofessional advisors. Decisions
about which group or groups to use should he
made after consideration of the following crite-
ria: (a) accessibility and availability of the advi-
sor to students, (b) priority placed on advising
by the advisor, (c) advisor’s knowledge of the
major field of study, (d) advisor’s knowledge




of student developmeri theory, (e) training re-

quired, (f) cost, and (g) credibility with faculty
and staff (King, 1993).

Full-time teaching faculty continue to be the pri-
mary group providing advising services for stu-
dents. While their accessibility and availability
as well as the priority they place on advising
may be concerns, their knowledge of their major
field of study can be invaluable. Not only can
this help students understand the content of
courses and the relationship of courses to the
field, but it can also help with career and trans-
fer planning. Faculty advisors, however, may
have limited knowledge of student develop-
ment theory which may make them less effec-
tive when working with undecided students or
those dealing with personal concerns. This lack
of knowledge underscores the importance of
comprehensive and regular training for faculty
advisors, discussed in greater detail in Chapter
8. Faculty advisors score high on the remaining
two criteria: cost and credibility with faculty
and staff. In institutions where all faculty are
required to advise, there is little or no additional
monetary cost. And their credibility with other
faculty and staff is generally high.

Professional full-time advisors are the second
most common delivery system. Because they
are generally housed in a central location, spend
a full day in their offices, and have advising as a
priority, they are more easily accessible to stu-
dents. While they may not possess the in-depth
knowledge of courses and programs as do fac-
ulty, they are generally more knowledgeable
about the broad range of institutional programs,
policies, and procedures and can therefore be
more effective in working with exploratory or
undecided students. Their knowledge of stu-
dent development theory and the broad range
of services available to students also makes
them more effective in working with students
dealing with personal and career concerns or
with special needs. Initially, training is ex-
tremely important, although that need dimin-
ishes over time. Cost will be high, as special
staff are hired to provide the advising function.
And unless they teach or hold faculty rank, pro-
fessional advisors may not enjoy the same re-
spect or credibility as do faculty.

Counselors often provide advising services on
two-year college campuses, and their strengths
and weaknesses are similar to those of profes-
sional advisors. One difference might be in the
priority placed on advising, however, since pro-
fessional counselors may be more likely to en-
gage in developmental advising, such as provid-
ing career and personal counseling, and may
view traditional academic advising as less im-
portant.

Peer advisors are utilized more frequently on
four-year college campuses. They rate highly in
terms of accessibility and availability to stu-
dents, since their hours are flexible and they can
work in a variety of locations. While advising
may be a priority, there may be difficulty in bal-
ancing the advisor and student roles. Peer advi-
sors generally do not have in-depth knowledge
of courses and programs nor knowledge of stu-

- dent development theory; consequently, careful

selection, training, and regular supervision are
critical. Depending on the structure of the pro-
gram and the amount of interaction they have
with faculty and staff, credibility could be posi-
tive or negative.

\'araprofessional advisors, generally described
as persons with at least an associate’s degree,
have strengths and weaknesses similar to peer
advisors. They are enthusiastic, economical,
and committed, and their use frees up the pro-
fessional advisors or counselors for more in-
depth advising with students who require extra
service. Careful selection, training, and supervi-
sion are critical. As with peers, paraprofession-
als are most effective when used in conjunction
with a faculty or professional advising delivery
system rather than as the sole delivery method.
Table 1 shows the strengths and weaknesses of
the five different advising delivery systems.

Standard Organizational Models of Advising

For many years, little attention was paid to or-
ganizational models of academic advising.
This was due, in part, to a belief that institu-
tions were unique and, as a result, similarities
would be limited. It was also due to a blurring
of the distinction between organizational mod-
els of advising and the delivery of the advising
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Table 1

Advising Delivery System Matrix: Strengths and Weaknesses

Access/

Priority =~ Knowledge Knowledge Need for Credibility

Delivery Availability Placed on of Academic of Student  Required Costto  w/Faculty/
System toStudents Advising  Discipline Development Training  Institution Staff

Faculty Low Low High Low High Low High
Professional
Advisor High High Average High Average High Low
Counselor Average Average  Average High Average High Average
Peer High Average  Low Low High Low Average
Para-
Professional  High High Average Average High Low Average

Note. From ” Advising Delivery Systems,” by M. C. King (1988), in W. R. Habley (Ed.), The Status and Future of
Academic Advising, lowa City: American College Testing Program.

services. In the early 1980s, research by Habley
(1983) and Habley and McCauley (1987) identi-
fied seven organizational models of advising
on college campuses. That research was ex-
panded in the American College Testing
Program’s (ACT) Third and Fourth National
S.rveys on Academic Advising.

Each of the organizational models currently in
existence in two- and four-year institutions has
strengths and weaknesses. And some models
are more popular than others. The following
discussion describes the models, highlights the
strengths and weaknesses of each, and shows
the degree of popularity as determined by
ACT'’s Fourth National Survey on Academic
Advising (Habley, 1993a). Each section con-
cludes with a brief description of a campus that
has utilized that model.

Faculty-Only Model

In this model, each student is assigned to a spe-
cific faculty member for advising, generally
someone in the student’s academic program.
Undecided students may be assigned to faculty
at large, to liberal arts faculty, to faculty who
volunteer to advise them, or to faculty with
lighter advising loads. This is the only model in
which the designation of faculty refers to both
the organizational model and the delivery sys-
tem. While there may be an overall advising
coordinator, the supervision of advisors is gen-
erally decentralized in academic sub-units.

The Faculty-Only Model is the predominant
model in both two- and four-year private institu-
tions and was utilized by 35% of all institutions
responding to the ACT survey. The model has
many strengths, not the least of which is the
value of strong student/faculty relationships in
terms of student growth, satisfaction, and per-
sistence. In institutions where advising is part
of faculty responsibilities, low cost is also a posi-
tive aspect. However, when all faculty are re-
quired to advise, there can be varying levels of
commitment, resulting in an inconsistent quality
of advising. In addition, faculty may not have
the interest or skills necessary to advise students
who are undecided, underprepared, or have
other special needs. To increase knowledge and
skill levels, both overall coordination and com-
prehensive, regular training are essential.

Sage Junior College of Albany (NY) and
Stonehill College (MA) provide examples of ef-
fective faculty advising models. In both private
institutions, all faculty advise and begin those
responsibilities when students come to orienta-
tion. At Sage JCA, overall coordination is pro-
vided by the Associate Dean for Student Devel-
opment, while at Stonehill the Office of Aca-
demic Services coordinates the service.

Supplementary Model
While faculty serve as advisors for all students

in this model, there is also an advising office
that serves as an information clearinghouse
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and referral resource, but which has no original
jurisdiction for approving advising transactions.
The office may also provide resources, imple-
ment advisor training, and develop, maintain
and update information systems. Supervision of
faculty advisors occurs in the academic sub-
units while the advising office may have its own
coordinator.

The Supplementary Model was utilized in 16%
of institutions responding to the ACT survey.
While it is not particularly popular in two-year
colleges, it is the second most popular model in
four-year private institutions, utilized by 26% of
those institutions responding to the survey. For
institutions utilizing faculty as the only delivery
system, this model has the advantage of provid-
ing coordinatior. of advising through a central
office, coordination which may not exist in the
Faculty-Only Model. Yet many of the disadvan-
tages of the Faculty-Only Model may still exist.
In addition, if the advising office has no jurisdic-
tion for monitoring or approving academic
transactions, credibility with faculty may be an
issue. Cost also begins to be a factor when staff
are hired to assist with advising services.

Stockton State College (N]) provides an example
of this model. At Stockton, all faculty are re-
quired to assume an advising load. The advis-
ing office analyzes all transcripts, assigns advi-
sors, maintains the handbook, performs gradua-
tion clearance for general education require-
ments, and meets with all students prior to reg-

istration whose grade point average falls below
a20.

Split Model

The initial advising of students in the Split
Model is divided between faculty members in
academic sub-units and the staff of an advising
office. The advising office has original jurisdic-
tion for advising a specific group of students
(e.g., undecided or underprepared students, ath-
letes, etc.). Once specific conditions have been
met, such as declaring a major, students are then
assigned to advisors in their respective aca-
demic sub-units. The advising office has a coor-
dinator or director and may have campus-wide
coordinating responsibility. The office may also

serve as a referral resource for students assigned
to advisors in the academic sub-units.

This model was utilized by 20% of the institu-
tions surveyed and is the predominant model in
four-year public institutions. It has the advan-
tage of providing advisors who have the skills
necessary to advise selected groups of students
who may be at higher risk than others, while at
the same time utilizing faculty. Yet to be suc-
cessful, there must be close coordination be-
tween the advising office and the academic sub-
units. In addition, special attention must be
given to students in transition from the advising
office to faculty advisors.

Shippensburg University of Pennsylvania pro-
vides an example of the Split Model. The Divi-
sion of Undeclared Majors was established to
enrol]l and advise all students who had not de-
clared a major. Advisement was provided by 65
volunteer faculty and 7 administrators. Once a
major is selected, students are reassigned to a
major advisor by the department chair.

Dual Model

In the Dual Model, students have two advisors.
While faculty members provide advising related
to the students’ program of study, advisors in
an advising office provide advising related to
academic policies and registration procedures.
The advising office also generally advises unde-
cided students and typically has a coordinator
with campus-wide coordinating responsibilities.

The Dual Model was utilized by 6% of the insti-
tutions surveyed. It has the advantages of two
delivery systems with the corresponding
strengths of each. To be successful, however,
the advising resporsibilities of faculty and of the
advising office must be clearly articulated, stu-
dents must be maJde aware of whom to see for
what, and, as in parenthood, the faculty member
and the advising office staff member must be
careful that they are not “played off” one an-
other. In the ideal situation, both faculty and
advising staff members would meet regularly to
discuss concerns related to advising and
advisees. This model will be discussed more
fully later in this chapter.




California State Univcrsity, Chico utilizes the
Dual Model. Advising is decentralized in de-
partments. The advising office serves as a
drop-in center regarding academic policies,
procedures, and academic standing. The office
evaluates transfer documents, performs gradu-
ation clearance, coordinates orientation, pro-
vides faculty training, and assists undeclared
students and athletes.

Total-Intake Model

In this mode], all initial advising of students is
done by advisors in an advising office until a
set of institutionally predetermined conditions
have been met. Examples of conditions could
be completion of the initial registration, of the
first semester, or of a specific number of cred-
its. At that time students may be assigned to
faculty in their academic sub-units. A director
or dean of the advising office may have respon-
sibility for campus-wide coordination of advis-
ing. There are two additional variations of this
model in which the office may also have re-
sponsibility for the development and adminis-
tration of curriculum and instruction and/or
the development and enforcement of policies
and procedures.

The Total-Intake Model was utilized by only
5% of the institutions surveyed; yet it has
many strengths, one of which is the ability to
front-load the system with trained advisors
who are prepared to work with all students,
undecided or decided, adults or traditional
age, underprepared or prepared, etc. Special
care must be given to students as they make
the transition to a faculty advisor, and advis-
ing office staff must work closely with faculty
advisors to gain their respect and confidence.
This model will also be discussed more fully
later in this chapter.

Ocean County College (NJ]) provides an ex-
ample of the Total-Intake Model. All initial
advising for students is provided by parapro-
fessional advisors working under the supervi-
sion of the Counseling Center. Advisors pro-
vide advisement for students through their first
year at which time students are assigned to fac-
ulty advisers in their program of study.

Satellite Model

In this multiversity model, advising offices which
are maintained and controlled in the academic
sub-units provide advising for all students whose
majors are within a particular college or school.
Undecided students are generally advised in a
separate satellite office that has responsibility for
overall campus coordination of advising and for
providing support to all advisors.

Because very few two- or four-year institutions
approach the size of multiversities, this model
was only utilized in 3% of the institutions re-
sponding to the ACT survey. Overall coordina-
tion of advising services becomes a special con-
cern in this model because of its decentralized
nature, as does consistency in the quality of ad-
vising. Close attention must be given to the
transition process for students who declare or
change majors and to advisement for students
with special needs.

The Pennsylvania State University utilizes this
model. Advising for students with declared ma-
jors is decentralized in the various schools and
colleges, while advisement for students who are
undeclared or on probation occurs through the
Division of Undergraduate Studies. That Divi-
sion provides campus-wide coordination for
advisement services.

Self-Contained Model

In the Self-Contained Model, all advising takes
place in a centralized unit. That unit is adminis-
tered by a dean or director who has responsibil-
ity for all advising functions on the campus.

The Self-Contained Model was utilized by 16%
of the institutions surveyed by ACT, and is pre-
aominant in two-year public institutions where
the Counseling Center frequently has responsi-
bility for all advisement. This model can be de-
scribed as an administrator’s dream and has
many advantages which include a trained group
of advisors who have advising as a priority, a
central location, and easy accessibility for stu-
dents. Key drawbacks to this model are that it
does not take advantage of faculty expertise nor
does it promote student-faculty interaction.
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Johnson County Community College (KS) pro-
vides all advisement through the C »unseling
Center from a student’s point of entry to point
of departure. The Director of Counseling coor-
dinates all advising services, and extensive
training and evaluation are provided.

Factors Influencing the Organization and
Delivery of Advising Services

So which model is best? The answer is any of
them, depending on several key factors. The
first of these factors, the institutional mission,
includes such components as control (whether
the institution is public, private, or proprietary),
selectivity (open door versus highly selective),
and the nature of the program offerings (liberal
arts versus technical). Advising services may
need to be organized differently at a public com-
munity college than at a highly selective four-
year private university.

The second factor influencing the organization of
advising services is the student population. An
institution with students who are predominantly
first-generation, underprepared, nontraditional,
undecided, socioeconomically diverse, and com-
muting needs a more centralized and intrusive
advising system than an institution where stu-
dents fall at the other end of the spectrum.

Faculty will also affect the organization of aca-
demic advising. The extent of that impact will
depend on the faculty members’ interest in ad-
vising, awareness of existing problems related
to advising on the campus, and willingness to
develop the skills needed to address those prob-
lems. Their role is also influenced by the prior-
ity that the administration places on advising,
the extent to which academic advising is evalu-
ated, recognized and rewarded, and any faculty
contracts or collective bargaining agreements
that exist.

The fourth key factor influencing the organiza-
tion and delivery of advising services is the
complexity of institutional programs, policies,
and procedures, including such things as the
sequencing of courses, the scope of the general
education requirement, the complexity of
graduation requirements, and the degree to

which the advisor must approve of a variety of
academic transactions. The more complexity
that exists, the greater the need for skilled advi-
sors working within a highly structured advis-
ing system.

Three additional factors that can affect advising
are budget, facilities, and the college’s organiza-
tional structure. If the budget for advising ser-
vices is limited, an institution may be forced to
rely on existing personnel or less expensive per-
sonnel to provide the service. If space is limited,
a centralized advising service may not be fea-
sible. The organizational structure, which will
dictate which office has the ultimate responsibil-
ity for advising services, also atfects how those
services can be organized and delivered.

The Ideal Model: Shared Responsibility

Why is there a need to have a different advising
system for first-year students? College is a time
of change for all students, but first-year students
present a special set of challenges to the aca-
demic advisor. The characteristics and concerns
that are unique to first-year students have been
discussed in earlier chapters, including anxiety
about fulfilling expectations of peers or faculty,
exposure to a new culture, personal issues with
family, breaking away from the familiar, attach-
ment to a new set of norms, uncertainty about
major or career, incompatibility, academic
underpreparedness, increased social distrac-
tions, ability to manage time, and others.

Is it realistic to assume that one academic advisor
is capable of assisting or has the time and energy
to address all of these special needs of the first-
year student? When collaboration and shared
responsibility are central to advising, the answer
can be yes since an advising system will result
(Frost, 1991). Colleges are systematic enterprises
comprised of linked and interactive parts, and
people and programs working together are im-
portant in achieving positive outcomes (Tinto,
1987). This is certainly true for effective academic
advising. What is proposed in the following
ideal models is that institutions utilize the
strengths of the various key delivery systems on
campus to advise the first-year student in a col-
laborative, shared-responsibility system.
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The Two-Year College Ideal: Totai-Intake
Model

An ideal advising model for two-year colleges
would be the Total-Intake Model where there is
a centralized advising office with a full-time di-
rector reporting to the chief academic or student
affairs officer. That office would provide all ad-
visement for first-year students and continued
advising for students who are exploratory,
underprepared, in academic difficulty, or chang-
ing majors. Students would eventually be as-
signed to faculty advisors in their own pro-
grams of study once they have made some of
the initial adjustments to college.

The advising office would be staffed by a combi-
nation of full-time advisors or counselors, fac-
ulty working part-time in the office, and para-
professionals or peers. All advisors would be
carefully selected, receive systematic skills train-
ing, have advising as a specific responsibility,
and be evaluated and receive appropriate recog-
nition and reward for exemplary advising.

The advising office staff would interact regu-
larly with such offices/services as admissions,
financial aid, registration, placement testing,
counseling, academic support services, as well
as with the academic departments. The office
would have 2sponsibility for pre-service and
in-service t .ning for all advisors, for evalua-
tion of the auvising system and advisors, and
for recognition and reward of exemplary advis-
ing. In addition, it would have responsibility
for development of both advisor and advisee
handbooks, for the development, maintenance
ana distribution of advising files, and for coor-
dination of a freshman seminar program.

The Four-Year Ideal: Dual Model

Issues common to first-year students (for ex-
ample, anxiety of performance, adjustment to a
new culture, adjustment to a new set of norms,
time rmanagement, breaking away from the fa-
miliar) are unique to this subset of the student
population. Faculty, even those most commit-
ted to academic advising, usually are not com-
fortable addressing these issues with first-year
students. Consequently, the ideal model for

four-year institutions would be based on the
Dual Model where faculty members are provid-
ing advising related to the student’s program of
study while professional advisors or counselors
working in an advising office provide advising
reiated to academic policies and registration
procedures. Peer Advisors would assist faculty
in delivery of a first-ycar student seminar and
help the first-year student with adjustment
problems. '

The advising office for small four-year schools
would be centralized and would have campus-
wide coordinating responsibilities. Inlarge in-
stitutions the academic advising office would be
college/discipline specific and normally would
report to an Assistant/Associate Dean. Cam-
pus-wide coordination would be achieved by a
committee comprised of all the college Assis-
tant/Associate Deans and coordinated by the
Vice President of Acadeniic Affairs or Assistant
Provost. This office would also be responsible
for the faculty used to advise first-year students,
the seminar courses, and the training, selection, .
and supervision of the peer advisors.

The faculty who are used as advisors of the first-
year students would be carefully selected,
would receive systematic training, would have
advising considered as an integral component of
their service requirement, and would be evalu-
ated and receive appropriate recognition and
reward for exemplary advising. The faculty
would either rotate as advisors of first-year stu-
dents, or, after two years, the students would be
reassigned to another departmental advisor so
that advising loads could be balanced.

Peer advisors would be used during the first
semester and assigned to work with a faculty
member as a resource in a first-year student
seminar course. Peers are often reported to be
more accessible, enthusiastic, and credible than
faculty advisors, and student satisfaction with
peer advisors is generally high. However, they
need close supervision to prevent them from
offering subjective and experiential advice. The
faculty instructor must remain the primary
helping agent in the advising process through
meeting with students individually and leading
the student seminar (Boe & Jolicoeur, 1989).
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The advising office would coordinate all advis-
ing for first-year students and would identify
specific professionals as first-year student advi-
sors. The advising office would continue advis-
ing students who are undecided, in academic
difficulty, changing majors, or in specialized
programs such as dual-degree or minors. Stu-
dents would be assigned to non-first-year fac-
ulty advisors after completing the sophomore
year.

Conclusion

The two “ideal” advising models discussed
above have many features that are common, the
most important of which is the use of full-time
faculty as advisors. There is a great deal of evi-
dence that supports student-faculty interaction,
demonstrating that contact outside the class-
room influences student development and deci-
sion-making (Tinto, 1975; Pascarella, Terenzini
& Wolfle, 1986; Kramer & White, 1982; Fuller,
1983). As Astin (1977) concludes, “student-fac-
ulty interaction has a stronger relationship to
student satisfaction with the college experience
than any other student or institutional character-
istic” (p. 223).

Faculty, however, cannot do it by themselves,
thus the need for an advising center-staffed by
professional advisors/counselors, peers and/
or paraprofessionals. The advsing office
would interact regularly with other offices, ser-
vices, and departments on campus. The advis-
ing center would have responsibility for advi-
sor training, evaluation, and recognition/re-
ward; development of advising handbooks;
development, maintenance, and distribution of
advising files; and coordination of the fresh-
man seminar program.

All advising models have both advantages and
disadvantages. Among the disadvantages of the
proposed ideal models would be cost, since
people would be hired specifically to provide
advising services (however, some of the added
costs may be offset by increases in student reten-
tion), and the possible lack of continuity in the
advisor/advisee relationship developed in the
student’s first year. However, on the positive side,
these models utilize the best advising resources

during the times that are most critical to student
success and retention. Well-trained advisors
with student development backgrounds are
available to assist students during the first se-
mester or year when they are most apt to ex-
plore various programs and declare or change
majors. In addition, students gain, or continue
to gain, the expertise of faculty when they are
more settled in their programs and need faculty
assistance in making connections among current
study, future study, and work. The proposed
models provide a way of easing heavy faculty
advising loads and guarantee that advising ser-
vices are coordinated and supervised.

The use of faculty combined with other delivery
systems makes for a well integrated advising
system. If the current literature on academic
advising has one theme it is that of shared re-
sponsibility (Frost, 1991). Applying the concept
of shared responsibility and having students
work with an integrated team of advisors as
presented in the ideal models will provide an
opportunity for academic advisirig relationships
to develop and will provide learning experi-
ences that prove invaluable to students, not only
during college, but for their lifetime.
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Using Information Technology to Enhance
First-Year Student Advising

Gary L. Kramer

No matter who does academic advising or what
model is used, information technology is an im-
portant component of first-year student aca-
demic advising. This includes what first-year
students expect or need from advisors as well as
how and when information technology fits into
first-year advising. An automated and highly
student-centered profile will be described which
provides for individualized course planning
information based on academic preparation,
campus resource information which matches
students’ needs and involvement, and other fea-
tures. The chapter also discusses the application
of touch-tone telephone (TTT) technology and
degree progress reports to course scheduling.
The chapter concludes with a discussion of the
advantages of using information technology in
an advising program for first-year students.

Context

The ideal blend of information technology and
advising provides the timely collection, analysis,
storage, distribution, and management of critical
academic planning information. Using technology
assists advisors in providing entering students

with critical, timely, accurate, and individual-
ized academic information. All the applications
of technology to academic advising described in
this chapter will assuredly fail without the ap-
propriate and timely integration of advisors.
However, when both technology and advisors
work together, they can enhance first-year stu-
dent advising. The placing of a human face on
the instituticn not only suggests a counterbal-
ancing of technology with human response, but
helps avoid student and advisor rejection of the
application of computer technology to academic
advising.

Technology can free advisors to individualize
services and give students assistance beyond
that which is routine. Advisors need technology
to know who is entering the system and how
those students are progressing in it. Just as im-
portant, they need to know whether entering
students are moving effectively through the in-
stitutional system. No other students are more
vulnerable to changes in academic plans and
thus in need of more help in stabilizing their
academic direction than first-year students. For
example, over two-thirds of entering students
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change their majors duiring the first year
(Kramer, Higley, & Olsen, 1993). In addition,
the transition to college is often haphazard and
confusing for entering students.

The integration of information technology in
first-year student advising is a way to help advi-
sors do things differently (Kramer & McCauley,
1995). For example, first-year students need the
personal touch—someone to listen to them, help
them identify and reach their academic goals,
and help them individualize academic informa-
tion. The apt integration of information technol-
ogy adds value for the student and the advising
process because it places the student at a start-
ing point for everything academic advising is
supposed to do. Moreover, it suggests that ad-
visors begin with student information needs and
" work backward from there. First-year student
advisors then become guides rather than
gatekeepers of information technology.

What Do First-Year Students Expect
From Advisors?

As emphasized throughout this monograph, the
first year of college is often characterized as a
period of transition and adjustment. First-year
student advisors must be in a position to antici-
pate needs, offer information and planning as-
sistance, and coordinate institutional resources
to promote student development. Levine (1986)
points out that advisors should keep in mind
that “college needs to give students a stronger
connection with the larger world and a deeper
spirit of comumitment, even obligation, to others.
The freshman year is the best chance we have to
touch the hearts and minds of our students. For
many students, it is our only chance” (p. 6).

On the other hand, there is substantial evidence
that most entering students decide to stay or
leave within the first eight weeks of college
(Tinto, 1987). These early weeks are decisive:
They constitute a bonding period with the insti-
tution, a time when students decide not only
about staying for the short term but, too often,
about staying in college altogether. Specifically,
first-year students are at risk because they are
unfamiliar with college resources, their major
field (if any), the faculty, course work, academic

expectations, and career opportunities. So they
have lots of information needs which can be
met, in part, through the integration of informa-
tion technology with many aspects of first-year
advising.

Individual Assistance

Addressing first-year student needs is critical to
resolving students’ concerns about the transition
from high school to college. For most entering
students, the first year of college is both exciting
and crisis-laden. To be successful, first-year ad-
vising must assess needs, give individual assis-
tance in course scheduling, identify tutorial
needs, connect areas of student interests with
campus resources, and familiarize new students
with academic departments and faculty (Kramer
& Spencer, 1989).

It is important to distinguish between the infor-
mation needs of first-year students and those of
other students. Defining student advising needs
by entering class provides direction for an ad-
vising program. Advisors who recognize enter-
ing class differences and coordinate institutional
resources to promote student development will
be in a position to anticipate needs and offer
personalized academic planning assistance. See
Appendix B at the end of this monograph for a
suggested taxonomy for first-year students’ aca-
demic advising services. The taxonomy de-
scribes what advisors can do to create a learning
environment for first-year students and to focus
on specific information needs (Kramer,
Chynoweth, Jensen, & Taylor, 1987).

Academic Goals

Most entering students lack information about
and experience in an academic discipline, as
well as planning and decision-making skills,
which makes choosing a major consistent with
their interests, skills, and goals a challenging
task. Although first-year students tend to
change majors more often and at a greater rate
than do other students, approximately one half
of them at graduation have migrated back to
their initial major preference. Thus, an early
statement of preference could be one determin-
ing factor in academic goal achievement. For
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example, advisors alerted to this phenomenon
could help students who have made early decla-
rations have more confidence in their initial de-
cision by providing positive support (Kramer,
Higley, & Olsen, 1993).

Stark, Shaw, and Lowther (1989) note that co-
herence in undergraduate education depends, in
part, on developing links between students’
educational goals and those of colleges. One
cause of entering students’ confusion is an ad-
vising system that fails to help them identify,
early on, their academic goals and plans.

Student-Institutional Fit

Pascarella (1986) found that students who are
well-suited to the institution and program they
choose are more likely to have academic suc-
cess. An important factor in advising first-year
students is a well implemented plan to encour-
age student-institution fit. Such a plan provides
opportunities for first-year students to learn
about an institution’s academic expectations and
requirements at appropriate intervals in their
collegiate experience. It also allows them to
make academic plans intelligently and requires
that the institution assess the characteristics and
needs of its entering students. Understanding
the educational perspective and motivation of
these students is critical to effective advising.
But often advisors erroneously assume that they
understand entering students’ needs, prepara-
tion, motivation, and goals and, therefore, fail to
respond appropriately.

First-Year Student-Campus Involvement

A key concept of student development is
Astin’s (1993) theory of student involvement,
discussed in greater detail in Chapter 2. First-
year students must become involved in the in-
stitution, and academic advising can serve as
one vehicle for that involvement. The best aca-
demic advising is student-centered and concen-
trates on how first-year students can use the
advising they receive to achieve academic suc-
cess. For example, first-year students seeking
clarification of a chosen major might be di-
rected to a major-related academic club, en-
abling them to meet peers and faculty. Or the

advisor might help first-year students get in-
volved in study groups, research projects, field
trips, cooperative education, and other career
exploration activities, all of which provide op-
portunities for them to become involved in the
institution, and, most importantly, to develop
academically.

Faculty-Student Interaction

Faculty advising for first-year students is impor-
tant for many reasons. There is clear evidence
that when first-year students and faculty be-
come acquainted and interact, they form a foun-
dation on which future relationships can be
built. Studies clearly indicate that student in-
volvement in the institution and regular faculty-
student interaction increase persistence, aca-
demic success, satisfaction with faculty and
quality of instruction, and general satisfaction
with the college experience (Astin, 1993;
Pascarella & Terenzini, 1991; Pascarella, Teren-
zini, & Wolfle, 1986; Tinto, 1987).

Information Technology and
First-Year Advising

The premise for using information technology in
the advising process is to help entering students
deal with the most important issuc they must
face: the place of academics in their lives, par-
ticularly its impact on intellectual and personal
development. Bringing together student poten-
tial for personal and academic development and
the institution’s vast resources and educational
opportunities is no small challenge for an aca-
demic advisor. The better the integration of in-
formation technology with first-year student
advising, the more likely it is that those students
will gain confidence in their ability to succeed
acadvmically, become more involved in the aca-
demic community, and, as a consequence, per-
sist in obtaining their academic goals. Integrat-
ing information technology with first-year stu-
dent advising plays an important role in creat-
ing a learning environment that (a) promotes
self-awareness and assessment, (b) provides an
integration of and assistance with academic and
career planning, (c) supports planning for deci-
sion making, and (d) offers exposure to a variety
of campus resources and individuals.




An effective advising program uses informa-
tion technology to the fullest. The traditional
advising scenario—an advisor with a catalogue
in one hand and a mimeographed copy of col-
lege requirements in the other—is outdated,
ineffective, and a waste of time. On the other
hand, the use of technology in first-year advis-
ing not only adds to program effectiveness and
efficiency, but most importantly, provides
needed time to personalize services and focus
on student development.

First-year student advising not only involves
faculty but also helps make the critical connec-
tion between student academic preparation, ex-
pressed interests, goals, and institutional re-
sources. This can be a challenging and labor-
intensive matter if information technology is
ignored. Technologies such as the automated
first-year student profile, and others described
in this chapter, can be applied to virtually any
academic advising program.

The Automated First-Year Student Profile

Given the entering student’s academic strengths
and needs, and given an institutional commit-
ment to student academic success, the concept
behind the automated first-year student profile
is to individualize admissions data and institu-
tional resources for the purpose of individual
student academic planning. Insertion of the
word "automated" is important. On most cam-
puses, data and technology are available to ac-
complish the objectives of an automated profile,
thus freeing advisors from labor intensive data
retrieval routines. More importantly, they are
freed to listen, reason, personalize, speak, smile,
and individualize the entering student advising
process. Furthermore, advisors must be avail-
able to interact with the student and to integrate
the automated profile into the advising process.

Specifically, the profile should communicate to
the entering student (a) recommended courses
based on the student’s level of academic prepara-
tion-the beginning of institutional fit; (b) campus
resources, services, and other opportunities for
campus involvement based on expressed inter-
ests and needs; and (c) the name, campus ad-
dress, and phone number of the assigned faculty

advisor-thus putting a human face on the institu-
tion and creating the circumstance for faculty-
student interaction (Kramer, Rich, Taylor, &
Udarbe, 1993).

The design of the automated profile should not
only respond to what is known from research
about entering students, but should also care-
fully integrate and clarify institutional resources
available. For example, using data stored in the
admission file, the personal profile can (a) iden-
tifty appropriate English and math courses or
honors curriculum based on high school prepa-
ration and nationally normed entrance examina-
tions, (b) respond to student requests for tutorial
services information in specific academic areas,
(c) connect interests with the academic curricu-
lum, and (d) match co-curricular activities with
students’ expressed interests and needs. (See
the Appendix at the end of this chapter for an

example of an automated first-year student pro-
file).

In summary, the automated profile taps into
and organizes data sources on the entering stu-
dent in order to accomplish the following:

% Create a sense of academic-institution fit by
recommending critical first-year courses on
the basis of review of high school transcripts
and national exam scores.

% Match institutional resources with students’
expressed needs and interests.

0

% Involve faculty with first-year students.
Automated Transfer Evaluation

An automated transfer evaluaticn system re-
duces a backlog of transcripts from transfer in-
stitutions, notifies students as soon as possible
of transfer equivalencies, and informs the aca-
demic community about the transfer evaluation
process. Most importantly, the entering transfer
student has critical academic progress and plan-
ning information before classes begin. Comput-
erizing the transfer evaluation process provides
not only better advising information, but also
gives the advisor more time for interpersonal
interaction with the entering transfer student.
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Touch-Tone Telephone (TTT) Technology and
First-Year Advising

Telephone registration continues to be a very
successful program because almost everyone in
the country has access to a touch-tone tele-
phone and because the process gives simple,
direct access to the institution’s registration
system. The success of TTT registration is mea-
sured by how well the advising system is inte-
gration with registration. Students, especially
first-year students, want and need knowledge-
able advisors who are both available to and
interested in them. It is important that advi-
sors who are involved in student registration
know the academic preparation of incoming
students and assist in guiding them toward
courses which match their academic goals.

TTT registration is only as good as the access to
accurate information it provides and the in-
volvement of advisors who are well informed
and available when students need them. It
must also provide clear and concise materials
that guide the entering student through the
registration process; TTT registration comple-
ments the advising program. For example, in-
stitutions need to communicate to entering stu-
dents what materials and deadlines are forth-
coming. That is, after admission, what will the
student receive next, when will it arrive, and
how is the student expected to respond? This
allows the institution to coordinate and priori-
tize information and effectively control what is
important for the entering student to know
(Kramer, 1993). Just as important, institutions
need to ask what steps are in place, before TTT
registration begins, to insure that students are
effectively advised.

There is, however, an important downside to
TTT: It may enable students to avoid the ad-
vising process altogether. That is, an entering
student could enroll for courses directly over
the telephone without seeing an advisor. To
help counter this possibility, some institutions
place an advisement hold in the computer on
every undergraduate’s registration every se-
mester. This hold can be lifted only by the
student’s advisor. However, once that hold is
lifted in the computer, students can register for

any course, regardless of recommendations
from the advisor, thus bypassing the essence of
the advising process and increasing the likeli-
hood of incorrect course selection. Of course,
these kinds of problems could lead to delays in
graduation. To prevent these negative conse-
quences, students must be urged to use TTT in
conjunction with all other academic advising
services, not as a substitute for them.

Degree Progress Reports

A primary technological tool for advising enter-
ing students is the automated degree progress
report. Since many first-year students are just
entering a degree program, the automated de-
gree progress report does not have immediate
application. However, it is essential at entry
that first-year students know all requirements
and academic expectations. For all users, degree
progress reports provide immediate and direct
access to curriculum degree requirements and
academic records. The user can generate an in-
dividual academic progress report on request.
Once the computer locates the student’s aca-
demic record and matches it with degree re-
quirements, the degree progress report should
include (a) institutional graduation require-
ments, (b) major requirements, (c) current en-
rollment, and (d) an unofficial transcript of all
academic work.

Specifically, the computer-generated degree
progress report should do the following:

% State graduation requirements and track
course completions and deficiencies.

% Categorize requirements within the major
(college, department, major, and emphasis).

R
0’0

Individually tailor and track an approved
degree program.

0.

% Track major requirements in groups by class,
semester hours, and various combinations.

< Show narrative information.

R
0’0

Include all institutional, transfer, and other
credits such as Advanced Placement (AP),

5o
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College Level Examination Program (CLEP),
or military.

Track changes in major requirements each
semester.

Maintain each student’s major requirements
based on the date of entry into the major.

Show substitution courses, waivers, and
transfer equivalencies.

Apply current enrollment to graduation re-
quirements.

Indicate courses that have been repeated.

Distinguish between acceptable and unac-
ceptable grades (Kramer, Childs, Peterson, &
Friday, 1994).

Student Academic Information Managenent

Once the elements of a well defined and inte-
grated advising program are in place, addi-
tional steps beyond those described so far can
further improve the quality of time spent with
students. Degree audits and TTT are good
technologies, but they are not sufficient, espe-
cially in a dynamic and complex academic de-
livery system. For example, although TTT reg-
1stration is a very popular technology, the tele-
phone keypad can limit and burden access to
information for some students. The limitation
of the degree audit is paper; the in* rmation
can become outdated almost immediately once
it is printed or distributed. -

Consider the expansion of course registration
as an example of user and machine interface.
Because of its limitations, TTT technology can-
not allow users to register effectively by need
or interest. It simply would take too much
time and be extremely cumbersome. Yet, given
technological developments, a user can, by in-
teracting with a menu on a terminal screen,
enroll in courses to fulfill requirements in
which the menu shows a deficiency for that
student. If a course is full for the upcoming
semester, the user can identify the next time
the needed course will be taught.

|

Academic information management should pro-
vide students with critical acadernic planning
information when needed, provide access to stu-
dent academic information for the entire aca-
demic community, and free advisors to individu-
alize services. The idea is to provide the user
with a visual exploration of and dynamic interac-
tion with the institution’s student information
system. A menu of academic items that students
should be able to call up instantly includes ad-
dress/phone changes, graduation applications,
class schedules, course availability, grades, tran-
scripts, progress reports (general education and
major), instructor schedules, options for majors,
PIN number changes, registration, transfer
classes, course equivalencies, and transfer
work/grades. Using technology to provide stu-
dents with timely and convenient access to im-
portant and personal academic information
takes pressure off advisors who would other-
wise have to provide mundane data for stu-
dents. Students can access information them-
selves and then seek advice from professional
staff and faculty members (Kramer et al., 1994).

Conclusion

The goal of using information technology to en-
hance academic advising is to make the whole
process, from admission to post-enrollment,
more student-centered. Information technology
cannot and should not replace people in the ad-
vising program, but it should be an integral part
of the advising process. For the student, infor-
mation technology gives convenient and timely
access to critical academic planning information,
immediate feedback, and a sense of control in
the advising process. For the advisor, it allows
for a student-centered advising program that
focuses on student issues and concerns beyond
the routine. It provides opportunities to pro-
mote student development and creates net-
works in the academic community to coordinate
institutional resources on behalf of entering stu-
dents. And tor the institution, information tech-
nology provides clerical relief, professionalizes
academic advising programs, supports cost-ef-
fective resource management, and minimizes
the bureaucratic tendencies of the institution.
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Appendix

Automated First-Year Student Profile

Student: joe Student
Admission Entry Date: Fall Semester 1994
Admitted Major: Psychology

The Discipline:

The Department of Psychology offers a program designed to (1) provide knowledge about human be-
havior, (2) develop skills in the application of psychological principles, and (3) expand the frontiers of
knowledge through student/faculty research anc scholarly activity.

Recommended Classes For Psychology Majors:

Psychology 111
Math 110

General Education And University Requirements:
English: It is reccommended that you take English 115 or Philosophy 105.
You indicate that you need help in reading or writing skills. BYU has a Reading/

Writing Center iocated in 1010 Jesse Knight Humanities Building (JKHB). You can
contact the center at (801) 378-4306.

Math: Because you scored 22 or higher on the ACT Math section, the pre-college math
requirement is complete. If you pursue the advanced math option or if your major
requires Math 112 or 119, it is recommended that you take Math 110 as preparation.

You indicate that you need help in math. BYU has a math tutoring service found in
60 Knight Mangum Building (KMB), (801) 378-4895. Ask for Jacqueline Taylor-
Ortega.

GE Arts & Science: Select courses based on area of interest from page 3 of “The First-Year Registration
Guide,” an advisement tool you will be receiving shortly.

Religion: Rel A 121, Book of Mormon

Students with scores of 3, 4, or 5 on any Advanced Placement (AP) test should consult page 14 of "The
First-Year Registration Guide” to determine fulfillment of general education requirements.

Extracurricular Activities:

If you would like to pursue the extracurricular activities which you expressed an interest in on your
ACT survey, the following information will be helpful to you:

Student Government Kerry Hammock 423 ELWC (801) 378-3911
Vocal Music Lila Stuart-Bachelder [i-455 HFAC (801) 378-3110
Intramural Athletics Lee Gibbons 112C RB {801) 378-6655
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Advising Alliances: Faculty and First-Year
Students Team up for Success

Susan H. Frost

A major assumption of this monograph is that
when faculty and students work together in the
advising process, the likelihood of student suc-
cess is increased. In this chapter, the model for
academic advising which will be examined flows
from developmental advising concepts, includes
a strong strategic planning component, and en-
courages students to form alliances with the advi-
sor and others in their collegiate community as
they explore and design their future. The effec-
tiveness of the alliance depends on inverting the
usual advising pyramid. Rather than building on
a base of course selection, scheduling, and regis-
tration—thus allowing the major and therefore
some aspects of future work to evolve—advisors
and students give early consideration to the
student’s preferences and aspirations. Together
they develop a plan to guide students as they
explore the major, course work, and schedules
that will contribute most to achieving the goals
they have set for themselves.

Current Conditions for Academic Advising

Whether traditional age or adult, most first-year
students anticipate the maturing experiences

that college brings, and the more thoughtful
seek out opportunities to shape their lives. Oth-
ers who are less mature when they enroll may
find that facing the decisions that determine
their course of study, their major, ard eventu-
ally their career choice contributes to the enlarg-
ing experience that college should be. Three par-
ticular conditions make this an especially appro-
priate time to look for new advising strategies.

First, students are giving researchers valuable
information about themselves. The work of
Astin (1993), Tinto (1993), and Pascarella and
Terenzini (1991), for example, suggests that
involvement and commitment are two at-
tributes of successful students, and willingness

. to take responsibility for the future may be a
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third. Students who are involved, committed,
and responsible begin planning for the future
as early as the first semester. Those who are of
traditional age seem very different from popu-
lar characterizations of first-year college stu-
dents which portray them as less prepared, less
focused, and less willing to work than their
counterparts of a generation ago. Rather, they
are purposeful, diligent, and willing to lead
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their peers. Many successful adult first-year
students differ from stereotypes also. Rather
than being hesitant to participate in class dis-
cussion or being either unable or unwilling to
manage conflicting roles, they contribute valu-
able perspectives to group discussion and man-
age multiple roles with impressive skill. Al-
though college is challenging, these students
seem to find the resources they need to manage
change and discover success (Frost, in press;
Simpson & Frost, 1993).

A second condition for implementing im-
proved advising strategies flows from a grow-
ing commitment to teaching. On many cam-
puses, faculty are re-examining the nature and
extent of their obligation to undergraduates
(Cole, 1993; Rhodes, 1994). When asked about
the balance between teaching and research,
90% of faculty list teaching as their principal
activity, and 72% report that their interest leans
toward teaching. Sixty-two percent believe
that teaching effectiveness should be the pri-
mary criterion for promotion and tenure. By
example, these faculty refute the views of crit-
ics who charge that faculty ignore undergradu-
ates, preferring instead to devote their time
and energies to “mundane research” (Sykes,
1988). Although many academicians believe
that publication, not excellent teaching, leads to
tenure, year after year countless faculty give
guidance to undergraduates both inside the
classroom and in more informal settings (Astin,
Dey, & Korn, 1991; Boyer, 1990).

The third condition flows from the changing
expectations that college graduates face.
Today’s graduates will live and work in a
world that we can only imagine. New environ-
mental, technological, and demographic reali-
ties will help shape a reality in which workere
will manage information systems and refine
processes as a matter of course. This future
now demands new requirements for the college
curriculum and for the entire learning experi-
ence. As paths to the student’s new reality,
both the curriculum and programs that influ-
ence every student’s college experience-orien-
tation, academic advising, and seminars for
first-year student-should focus on preparing
students for the future they face.

Following their study of the difference college
makes, Pascarella and Terenzini (1991) found
that contact between faculty and students out-
side the classroom results in positive outcomes
for students. For example, there is significant
positive association between informal contact
with faculty and students’ educational aspira-
tions, attitudes toward college, academic
achievement, intellectual and personal devel-
opment, and persistence (Pascarella, 1980).
Therefore programs that provide informal con-
necting points for faculty and students have
special value. Although informal contact
seems to contribute to both academic and per-
sonal development, contact that extends intel-
lectual interaction with faculty has special in-
fluence on the achievement and intellectual
development of first-year students. When fac-
ulty advise, the advising relationship fosters
such contact. Consequently, advising by fac-
ulty can become a program of unique impor-
tance and distinction.

Academic Advising: A Valuable Learning Path

As indicated in Chapter 3, orientation, first-year
seminars, and academic advising are especially
important to first-year student success. These
activites introduce students to their new com-
munity, help establish early and meaningful
contact with others, and provide gateways to
the curriculum. Unfortunately, "How to Make
Informed Choices” is not a course most first-
year students have completed, and many lack
the skills they need to make the decisions that
will influence their college experience and fu-
ture lives. Such skill development underlies
many programs for first-year students. At their
best, these programs are mutually supportive.
They are most effective when they involve stu-
dents not just before enrollment, or in the first
few weeks of college, but throughout the first
year and beyond.

Thus far in this monograph, the focus has been
on the timing, structure, format, and content of
academic advising. However, all of these strate-
gies are even more powerful when built upon a
strong alliance between the student and the ad-
visor. The academic advising relationship is one
of the few out-of-class, one-to-one relationships




between students and faculty that is organized
around students” academic programs. As we set
about helping students, advising alliances must
assume a central role in any comprehensive ad-
vising program.

Before we investigate the advising alliance
model, it is instructive to recail Habley’s (1993)
analysis of the current state of advising. Al-
though Habley uncovered some gains in advis-
ing effectiveness, these gains are incremental at
best. In 1992, only 60% of institutions had a
written policy statement on advising, and sig-
nificant numbers of these did not include de-
fined goals, objectives, or methods for evalua-
tion. Often advising is a low-status, low-prior-
ity activity that fails to meet the needs of stu-
deats or of institutions. Some advising offices,
for example, describe being in a state of chaos.

However, other evidence indicates that interest
in creating and sustaining effective programs is
strong. Even though many programs are under-
staffed and underbudgeted, an increasing num-
ber of presidents, provosts, and deans recognize
that the teaching mission must be strengthened
and acknowledge advising as an essential
source of support. During recent consulting ex-
periences of the author, institutional officials
described their needs in the following ways:

% Those responsible for advising at a major
research university are looking for ways to
engage faculty in advising first-year stu-
dents. Their questions: How can faculty be
enticed to spend their time counseling stu-
dents about their academic futures? Are
there efficiencies that capitalize on the will-
ingness of some faculty to serve and yet re-
tain aspects of personal attention that stu-
dents expect to receive?

< The new president of a small university is
seeking to enhance the faculty’s research
mission while not reducing the institution’s
historically strong devotion to teaching un-
dergraduates. He also seeks to address the
needs of a growing number of first-year
students who are not prepared academi-
cally. His question: Are there advising
strategies that address this range of needs

without increasing the burden on an al-
ready stretched facuilty?

% Ata liberal arts college long known for its
strong commitment to teaching, both the
president and the dean recognize that aca-
demic support for first-year students is frag-
mented to the point of ineffectiveness. Al-
though the investment of energy and dollars
should be sufficient, students’ needs are not
fully addressed. Their questions: Can pro-
grams be redesigned to better take advan-
tage of the resources already committed to
the range of programs? If so, what are the
most effective ways to restructure?

% A community college with multiple cam-
puses and a student body that is both in-
creasing and growing more diverse receives
a grant to use technology and other strate-
gies to improve advising services. Project
directors wonder how best to invest the
funds. Recognizing the growing needs of all
students, how can long-term change be
guaranteed? What initial changes will mean
the most to students?

Although their institutions have different mis-
sions and different realities, the officials asking
these questions have much in common. Ina
climate of static or shrinking resources, they
seek ways to initiate immediate change and en-
hance long-term effectiveness. Even though the
strategies they adopt are varied, they work to-
ward similar ends: an advising alliance in
which faculty and first-year students team up
for success, based upon the concept of develop-
mental advising.

Developmental Advising

Developmental academic advising was advo-
cated more than 20 years ago by Burns
Crookston (1972) and Terry O’Banion (1972),
two scholars whose thinking about these issues
was ahead of its time. Developmental academic
advising as defined by these scholars and ex-
panded by others in the intervening years is a
dynamic relationship between the student and
the advisor. The heart of the relationship is
shared responsibility for the advising process




and for the coherent educational planning that
should result. Educational planning is 2 real
life-learning opportunity for students to practice
reasoning, interacting with others and the envi-
ronment, solving problems, making decisions,
and evaluating the resnlts of decisions. Stu-
dents’ long-term as well as immediate goals are
important.

Developmental advising was designed to re-
place traditional, or prescriptive, academic ad-
vising. Prescriptive advising is a more static
relationship built on the authority of the advisor
and the limitations of the student (Crookston,
1972). Used widely when colleges and universi-
ties stood in loco parentis, prescriptive advising is
ncw merely a mechanism to facilitate course
selertion, scheduling, and registration.

Developmental advising, on the other hand, is
organized around two broad principles: Higher
educaticn provides opportunities for people to
plan for self-fulfilling lives, and teaching in-
cludes any experience that contributes to per-
sonal growth and can be evaluated (Crookston,
1972). Making decisions and solving problems
are natural activities for developmentally ad-
vised students, whose skills should increase as
they move through the curriculum. Ideally, se-
niors need less guidance than first-year stu-
dents, because the attitudes and skills seniors
have developed should help them investigate
career choices, plan for a first job, and make
other choices that will help shape their future
(Frost, 1991a).

Although Crookston (1972) and O’Banion
(1972) put forth their ideas before Tinto (1993),
Astin (1993), and Pascarella and Terenzini
(1991) began publishing their findings, devel-
opmental advising seems to anticipate their
work by taking advantage of student involve-
ment and the positive aspects of out-of-class
interaction between students and faculty. To
date, research on specific outcomes is scant, but
reported findings offer clues about its potential
strengths. In one study, students who were
developmentally advised exhibited more
growth on a test of critical thinking skills than

students who were prescriptively advised
(Frost 1991b).

When asked about their specific advising prac-
tices and attitudes, developmental advisors re-
vealed that attitude is more important than
practice and that process is more important than
product. These advisors use the advising rela-
tionship to (a) involve students in their college
experiences, (b) explore with students the fac-
tors that lead to success, and (c) show interest in
students’ academic progress and extracurricular

~achievement. Developmental advisors rarely

make decisions for students. Instead, they en-
courage students to (a) ask open-ended ques-
tions, (b) use campus resources to find answers,
and (c) plan courses of study and schedules

around the outcomes of their explora.ions
(Frost, 1993).

These findings support earlier research on stu-
dents’ preferences. Students want a personal
relationship with advisors and prefer that the
relationship concern academic and not personal
matters (Fielstein, 1987, 1989). Therefore, devel-
opmental advisors and students seem to seek
the same outcome—a relationship based on aca-
demics that helps students plan coherently for
the future.

These concepts are especially important for ad-
visors of first-year students to consider. Advi-
sors offer connecting points to first-year stu-
dents’ new intellectual and social environment.
At times the connections are formal ones. For
example, orientation and advising can be inte-
grated processes, as can seminars for first-year
students and advising. In other cases, offerings
are not formally linked, and it is up to students
to make connections. In any case, advisors can
enhance students’ understanding of the fitting-
in process, a most valuable step in becoming a
vital part of the college community.

Building Effective Academic Advising
Programs

Habley's (1993) finding that only 60% of advising
programs have a written policy statement reveals
a serious shortcoming on many campuses. To-
day, programs with a mission that contributes to
the effectiveness of the institution, with collec-
tively achieved goals that address the mission,
and with well-defined plans to meet the goals are




more likely to receive and retain support than are
programs that go forward in generalized, ran-
dom ways; successful programs have a blueprint
and more. Their purpose is so thoroughly con-
sidered and widely understood that it provides
an atmosphere in which advisors and program
planners can capitalize on each available re-
source—including their own time and energy.

Strong plans flow from a mission, and a strong
mission is crafted by those who best know the
institution. The mission for the academic advis-
ing program should support the mission of the
university or college. To help planners, the
Council for the Advar.cement of Standards
(1986) has put fcrward the following mission
with respect to advising. Using this and the in-
stitutional mission as starting points, advising
participants can begin the planning process.

Mission Statement for Academic Advising

% The primary purpose of an academic advis-
ing program is to assist students in the de-
velopment of meaningful educational plans
[which are] compatible with their life goals.

% The institution must have a clearly written
statement of philosophy pertaining to aca-
‘demic advising, which must include pro-
gram goals and set forth expectations of ad-
visors and advisees.

% Academic advising should be viewed as a
continuous process of clarification and
evaluation.

% The ultimate responsibility for making deci-
sions about iife goals and educational plans
rests with the individual student. The aca-
demic advisor assists by helping to identify
and assess alternatives and the consequences
of decisions.

Institutional goals for academic advising (Coun-
cil for the Advancement of Standards, 1986) may
include:

% Clarification of life and career goals.

R

% Development of educational plans.

% Selection of appropriate courses and other
educational experiences.

< Interpretation of institutional requirements.

% Increasing student awareness of educational
resources available.

< Evaluation of student progress toward es-
tablished goals.

% Development of decision-making skills.

< Referral to and use of other institutional

and community support services, where
appropriate.

% Collecting and distributing student data
regarding student needs, preferences, and
performance for use in institutional policy
making.

Who takes part in the conversation? The con-
stituencies that create, support, or use the ad-
vising process should be represented. These
constituencies include program directors; fac-
ulty advisors; students; those who work with
supporting programs such as orientation, ca-
reer counseling, or residence life; and those
who control advising budgets. Developing a
mission statement is not a trivial task. Expect
to spend several weeks or more on this step,
and plan to entertain the passionate exchanges
that may occur. Those who craft mission
statements establish the process through
which the program will develop and improve.
If the institutional mission has not been con-
sidered for some time, perhaps advising ini-
tiatives will provide the impetus for broader-
based conversation.

The next steps involve articulating goals and
objectives. At this point many questions will
come to the table. We tend to look outward for
solutions, but often the most creative solutions
come from within. The following questions are
a sample of those that need discussing:
% Who are the students we teach and advise?
What traits and circumstances define their
needs?
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4 Who are our advisors? What strengths do
they bring to students and to the program?

4 What structures will best serve us?

<4  Within these structures, how can we meet
the needs of students, the institution, and
link all available resources?

& How will we measure the effectiveness of
what we do? What indicators will let us
know that students’ needs are being met?

When committed stakeholders address these
questions thoughtfully, an exciting process be-
gins. For example:

& The needs of students, and not the needs of
institutions, emerge as driving forces.

% Diversity among students and advisors be-
comes a strategic advantage.

< Measuring effectiveness leads to continuous
improvement.

This last item is a very important one and im-
plies that evaluation should be an integral part
of any program.

Evaluation Keeps the Process Alive

Due in part to requirements set by accrediting
associations by which colleges and universities
measure their progress toward becoming more
effective institutions, advisement planners are
accustomed to designing evaluation processes
as central components of any program. In gen-
eral, evaluation takes one of two forms, and for
our purposes, the distinction is important.

Some evaluation is summative: It gauges past
performance, often for the purpose of qualifying
for or exiting a program. Other evaluaticn is
formative: It measures for the purpose of im-
provement. Itis this latter type that interests
advisement planners. Only when we know how
we are doing can we improve. Strong programs
evaluate the full range of their offerings.

Useful evaluation is supportive, not threaten-
ing. The people it informs design and manage

the evaluation process, and the information
gathered forms the basis for future improve-
ment. Unfortunately, advising programs often
neglect evaluation, and, in doing so, they ig-
nore potential strengths. In addition to forfeit-
ing the positive change that flows from evalua-
tion, they can fail to win the support of those
who control funds. Funding officers are more
likely to make favorable decisions about pro-
grams that pay attention to performance, as do
others who design structures for recognition
and reward.

In addition, evaluation designed to enhance
potential strengths can contribute to the
power of the program. Self-assessment is one
useful form. Here advisors are given the op-
portunity to reflect on the advising year and
make mental or written note of their own
strengths and weaknesses and those of the
program. Then in conversation with each
other and with advising planners, they can
explore paths to improvement. At the conclu-
sion of the following year, the collectively
agreed-upon suggestions can become a basis
of evaluative conversations.

A more structured and systematic form of ad-
visor evaluation could be tied to promotion
and, for tenure-track faculty, to tenure deci-
sions. Here, assessment of strength as an advi-
sor is part of the overall evaluation that peers,
department chairs, and deans conduct in the
promotion and tenure process. Structuring
evaluaticn in this way requires wide discussion
and careful forethought. Those being evalu-
ated should understand and, ideally, should
ratify criteria prior to the performance period.

Another more program-oriented form of evalu-
ation might be carried out by advisees. Stu-
dent evaluation should take several forms, in-
cluding a component that asks the student to
consider the extent of his or her participation.
This approach can affirm the basic principle
that advising is a relationship in which both p
advisor and advisee have responsibilities.
Again, it is wisc to enlist the help of advisors
when constructing an instrument for students
to use. This foundation of support pays off
when the group considers aggregated results.
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Advising Alliances: The Heart of the
Advising Program

As planners ask questions, seek information that
they need to design solutions, and take respon-
sibility for program components, they form alli-
ances with first-year students that strengthen
the program beyond the level any isolated unit
can attain. In doing so, they provide a valuable
pattern for advisors and students. Forming
their own alliance, advisors anu students use
advising activities—examining talents and pref-
erences, investigating careers and majors, select-
ing courses, and then scheduling—as a means
through which students practice valuable pro-
cesses of exploring, planning, implementing,
and evaluating. As students plan their program
and move through the curriculum, they assume
responsibility for both content and process.
Then they are better positioned to function inde-
pendently in the broader world (Frost, 1994).

Adpvising alliances take advantage of some of
the characteristics and situations that first-year
students share. Most first-year students manage
considerable change; ficulty and peers have
new expectations of them, and the extent to
which they find a “fit” with respect to their
work helps determine their academic skill de-
velopment (Pascarella & Terenzini, 1991). Social
distractions can threaten academic success, as
can perceptions that college is irrelevant. Fur-
thermore, being underprepared academically or
being uncertain about majors or careers can
cause first-year students to have doubts about
college as a whole. Fortunately, there are advis-
ing strategies that can help support positive atti-
tudes and dilute the fears of some students
(Frost, 1991a).

Many first-year students share these challenges.
However, the points on which they differ can be
just as important. Some traditional-age, first-
year students are members of minority groups,
academically underprepared for college work,
students with disabilities, student athletes, or
international students. Some are adults. Many
varied needs help define the initial college expe-
rience of all these categories of students (Frost,
1991a). Supportive advisors naturally acknowl-
edge the diversity of first-year students because

they view students as individuals who are ad-
justing to a new situation. Although advisors
and instructors might assume that because first-
year students experience similar challenges—
meeting new friends, getting to know a new
place, doing well in the first days of classes—
they are sharing their questions. However,
many new students feel that they are alone in
their uncertainty. Rather than admitting their
fears to their new peers, they struggle to appear
confident in new situations.

Sequence and Process: Inverting the Pyramid

How do we combine what we know about devel-
opmental advising, strategic planning, and the
strengths of alliances into a new advising concept?
How do we create new programs or revitalize ex-
isting ones? First, consider the following list of
advising strategies that one college adopted:

% Establish a caring working relationship.

% Discuss the relevance of higher education
and the liberal arts.

% Provide a rationale for distribution require-
ments.

% Stimulate life and career planning.

)

% Clarify goals.

)

% Relate interests and abilities to educational
and career plans.

()

% Assist in choosing a major.

)

% Help with course selection and scheduling,.
)

< Monitor academic progress.

4 Encourage exploration of options and
alternatives.

< Encourage extracurricular involvement.
% Function as a referral agent,

At first glance, this list seems to be an admirable
one. The first item suggests that the advising
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relationship is important, and, therefore, one
would expect the program to foster strong fac-
ulty-student interaction. Other items suggest
that students will be encouraged to look out-
ward as they make choices about the curricu-
lum. But when the activities become objectives,
sequence and process are not given appropriate
attention. The ordering of the tasks ignores de-
velopmental advising concepts.

Developmental advising is hierarchical; it as-
sumes that students who begin college in need
of more structured guidance will move to posi-
tions of increasing responsibility as they move
to the senior year. By revising and reordering
priorities, the college achieves a strong develop-
mental advising model. Consider the new con-
tinuum:

% Establish a caring working relationship.
< Help students clarify goals.

% Discuss the relevance of higher education
and liberal studies.

% Encourage thinking about life and career
planning.

% Relate interest and abilities to plans.

% Assist in exploring and selecting majors.

% Provide a rationale for requirements.

% Help select and schedule courses.

% Monitor academic progress.

% Encourage students to explore options, be-
come involved, and use campus resources
throughout their time in college.

Reordering establishes a more coherent process,

emphasizes the teaching role, and takes advan-

tage of knowledge about first-year students.

Of course, all this has implications for the selec-

tion, training, and rewarding of academic advi-

sors. Because this topic is covered in greater
detail in Chapter 8, only some basic principles

implicit in developmental advising will be re-
viewed here:

% Acadernic advisors should be selected on the
basis of their knowledge of student develop-
ment and willingness to use developmental
concepts in their advising.

% Training for academic advisors should in-
clude developmental advising concepts and
how they apply to the advising relationship.

% Recognition and reward of academic advis-
ing should reflect an emphasis on develop-
mental advising.

First Steps toward Change

The first steps can be the most difficult. It isim-
portant to define mission early, signaling that
the institutional view of advising is changing.
Perhaps this is as simple as reordering existing
priorities, but a broad-based discussion of goals
and objectives is a must. Faculty leaders must
be convinced to join the effort. There are few
substitutes for their participation.

It is essential to involve all constituencies in
planning. Each is an important stakeholder, and
the shared work can nurture bridges that will
become a strength of the program. Strong work-
ing relationships between academic affairs and
student affairs, faculty and professional advi-
sors, or faculty and peer advisors, for example,
lead to strong alliances, and these gains can in-
fluence other efforts.

Blending group and individual advising is an-
other useful strategy. As advising becomes a
teaching process, group advising allows an ex-
panded mission to be achieved. In this situa-
tion, peer advisors can make special contribu-
tions, but if peers serve, then training, continu-
ous supervision, and feedback about specific
performance are essential program elements.

While focusing on desired outcomes, effective
evaluation is continuous. Non-threatening, for-
mative approaches can ensure ongoing program
improvement, especially when self-evaluation by
advisors is one component of the design.

6y




Effective advising alliances, bas :d upon the
concepts of developmental advising, do much
more than schedule classes. The relationships
around which these alliances are built become
arenas in which first-year students practice de-
cision-making skills and gradually assume re-
sponsibility for planning their career, major,
and curriculum, especially when faculty are
involved. The bottom line is that both the insti-
tution and the first-year student benefit from
effective advising alliances.
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Faculty Mentoring: A Key to
First-Year Student Success

Gary L. Kramer, John S. Tanher, & Erlend D. Peterson

In his book, College, The Undergraduate Experience
in America, Ernest Boyer (1987) describes several
“tensions” found in American colleges that
negatively influence the quality of the under-
graduate experience. One persistent tension
identified by Boyer is that undergraduates re-
port being “treated like numbers in a book.”
Such institutional practices disenfranchise stu-
dents and thwart their success and retention.
Since entering students face many new issues
and problems as they enroll in college, the last
thing they need is to be treated like a number.

As discussed often in this monograph, the first
year of college is a time of transition and adjust-
ment, and the early weeks of the first semester
are especially decisive. Clearly, support during
this time is crucial, because new students are vul-
nerable to changes in academic plans and gener-
ally unfamiliar with institutional resources. Early
interventions should match students with institu-
tional resources in a personalized way.

This chapter is about establishing early first-year
student-faculty contact. Minimally, cach enter-
ing student should be introduced to a faculty
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member who, in turn, knows him or her by
name and personalizes college life to that stu-
dent. Just as importantly, the president of the
institution plays a vital role in creating a person-
alized environment for first-year students as
they make the transition to college.

Context

A student development point of view encour-
ages educators to focus less on what they do and
more on what the student needs and does.
Williams (1986) suggests that institutions exam-
ine the effects of interaction between the student
and the institution. The better the integration of
students, the greater their commitment to the
college and to the goal of graduation (Pascarella,
1986). Tinto (1987) observed: “Given individual
characteristics, prior experiences, and commit-
ments,. . . it is the individual’s integration into
the academic and social systems of the college
that most directly relates to his continuance in
that college” (p. 96).

The frequency and quality of faculty-student
interaction significantly affect student
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satisfaction with the college experience. Regular
faculty-student interaction increases student
academic success, satisfaction, and retention
(Astin, 1993; Pascarella & Terenzini, 1991; Tinto,
1987). Furthermore, Astin (1993) found that fac-
ulty-student interaction has its strongest posi-
tive correlations in satisfaction of students with
both the faculty and the quality of instruction.

As the barriers preventing faculty- student inter-

action are removed, studies confirm positive
correlations with all other areas of student intel-
lectual and personal development, as well as
with a variety of positive personality and attitu-
dinal outcomes (Astin, 1993). In summary, fac-
ulty-student interaction is an important factor in
student achievement, persistence, academic skill
development, personal development, and gen-
eral satisfaction with the college experience
(Volkwein, King, & Terenzini, 1986).

All institutions face the challenge of meeting
entering students’ wide range of needs and
skills. This calls for sensitive, knowledgeable
people in the institution to help students un-
derstand how their needs, preparation, and
goals fit with the identity and requirements of
the institution, a requisite for student academic
success. For example, helping students take
active responsibility for their education may
depend on how well the institutions’ goals
mesh with the goals students hold for them-
selves (Stark, 1990).

Studies have advocated faculty-student
mentoring as invaluable in the educational pro-
cess, particularly in assisting students in con-
ducting self-exploration, clarifying values, and
gaining personal identity. Pascarella and
Terenzini (1991) concluded that there is consid-
erable evidence that faculty influence on stu-
dents is enhanced when those interactions ex-
tend beyond the classroom. For first-year stu-
dents, academic fit is enhanced when faculty-
student interaction strengthens the personal
bonds between the student and the institution,
thereby increasing the likelihood of social inte-
gration and persistence.

What does all this research mean in practical
terms for faculty and students? Two principles
emerge. First, faculty should develop a caring

attitude and personal regard for entering stu-
dents. Long after students have forgotten the
information and advice faculty have given them,
they will remember the gift of self. Second, fac-
ulty can act as a bellwether for both the institu-
tion and the student. Sara Looney (1988) sug-
gests that faculty members are most able to act
as bellwethers when there is consistent contact
with students. Faculty can serve as agents of
change because they see the effects of policy,
procedures, and decisions on both students and
other facets of the institution. Students and the
system often meet face-to-face, if not head to
head, in faculty offices. Faculty can best repre-
sent the institution to the student and the stu-
dent to the institution.

Helping First-Year Students to Succeed

Faculty and administrative leaders can combine
forces to identify ways to improve the first-year
experience. Frost (1993) asks, “"How can we de-
sign first-year student experiences and first-year
advising so that more entering students are suc-
cessful in their academic work?” (p. 21). Some
first-year students leave college after only a few
weeks because the transition is so stressful. Yet,
as pointed out frequently in this monograph,
involved students are less likely to drop out
(Noel, Levitz, & Saluri, 1990). Beneficial activi-
ties, such as discussing intellectual issues with
faculty, enhance first-year student commitment
to educational goals. Such situations can help
first-year students adjust to college, think cre-
atively and critically, and take responsibility for
their lives. Faculty who ask first-year students
questions (such as, What do you want most at
this college? What do you want to do with your
life?) encourage entering students to think about
their future and plan for it. Learning can take
place in faculty advisor-student relationships,

and advising can be a form of teaching (Frost,
1993).

Academic administrators and faculty who en-
courage entering students to get involved in
college, who press them to study hard and
learn, and who display a genuine interest in
their progress make a significant difference in
the retention of students. Especially during stu-
dent orientation and in follow-up interactions,
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substantive sessions with a faculty member
could focus on a student’s academic and per-
sonal goals and on the need for diligent study.

For example, at the University of Oregon, un-
der the leadership of its president, much of the
entering class is formed into First-Year Student
Interest Groups (FIGs). Up to 30 students take
classes together in areas of common interest.
This provides the opportunity for entering stu-
dents to become acquainted with one another
in a "human-sized” setting, despite their enroll-
ment at a large institution. A faculty member
is assigned to each FIG, thereby giving stu-
dents a point of contact (Brand, 1992). This
idea is developed further in this monograph in
Chapter 10 by Goodsell Love and Tinto.

Many other campus initiatives are successful in
bringing together faculty and first-year students
in a variety of programs and structures. Some
institutions have implemented a reader program
in which entering students are given a compila-
tion of articles to read—either prior to enroll-
ment, during the opening week, or throughout
the semester—on social, ethical, and educational
issues. Faculty and students begin conversa-
tions based on the reader. Years ago the Univer-
sity of Notre Dame established the office of
Dean of Freshmen and supports that function
even more so today. This program is notable for
the Freshman Year Academic Guide and Freshman
Newsletters that go to entering students and their
parents. Other institutions, such as Penn State
University, Ball State University, and the Uni-
versity of Rhode Island have created a Division
of Undergraduate Studies with similar responsi-
bilities that focus on the same kind of first-year
student concerns as those found at Notre Dame.
The University of Wisconsin established a six-
week evaluation period which marks the most
critical time for entering students. Each student
is contacted and asked (a) to provide feedback
on advising, registration, and course work, (b)
to express their individual concerns, and (c) to
state how the institution can assist them in this
first six weeks. First-year students at the Uni-
versity of Rochester become involved in “Fresh-
man Ventures and Preceptorials,” a multidisci-
plinary introduction to college study via semi-
nars and single courses. Syracuse University

offers a similar program entitled the “Freshman
Forum: An Intimate Learning Experience.” Vir-
ginia Commonwealth University offers an inte-
grative curriculum called “English Prompts,” in
which entering students respond in writing to
several questions throughout the semester about
their views regarding student life, needs, goals,
interests, and concerns.

The President as First-Year Student Mentor

Most of the aforementioned programs empha-
size first-year student-faculty contact which as-
sures entering students that they matter and
that the institution is dedicated to their success.
However, the tone and direction of this interac-
tion often is established by the president of the
institution. As the academic leaders of the insti-
tution show commitment to and become in-
volved in first-year student success, others in
the academic community are bound to follow.
On the other hand, first-year student efforts are
doomed from the start when they are limited to
centrally run administrative programs. Faculty
allegiances to their own academic disciplines
can also hamper first-year programs; however,
these differences can be overcome by enlisting
the entire academic community in revitalizing
the first-year experience.

These concepts are incorporated into the Fresh-
man-Faculty Mentor Program at Brigham
Young University. This campus-wide initiative
is coordinated and supported by the central ad-
ministration, but administered and shaped by
each academic college. After reviewing several
studies on the first-year experience, college and
university leaders, including academic deans,
vice-presidents, and the president, concluded
that the critical period for first-year students is
the first few weeks of college, and that faculty
play a critical role in first-year students’ deci-
sions to stay or leave. University leaders de-
cided that every entering student—all 4,600 of
them-—should be assigned to a faculty member.
The president, vice-president, and deans were
the first to volunteer to be first-year student
mentors. The objective was simple—to put a
human face on what can seem to first-year stu-
dents an intimidating, impersonal environ-
ment. The faculty mentor program is designed

preo-
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to assure that all entering students have per-
sonal contact with a faculty member who knows
them by name. The mentor is to give perspective
on college and university life and to serve as an
ally for students as they make the transition to
college.

Faculty mentors are selected and assigned by
colleges and departments. They may be drawn
not only from full-time faculty but also from
emeriti and seasoned part-time faculty. Mentors
provide a vital human resource for entering stu-
dents, helping them to adjust to college and uni-
versity life. The program was intentionally de-
signed to be simple: to involve faculty but not
to consume them. Contacts with first-vear stu-
dents are also designed to be simple: once by
mail before they arrive on campus, once at New
Student Orientation, and at least once more dur-
ing the early weeks of the first semester. This
contact takes many forms—over a meal, at the
faculty member’s home, in a classroom, or at a
film, forum, or concert. During and immedi-
ately following these contacts, the entering stu-
dent is introduced to other resources in the insti-
tution.

So that faculty are not burdened with paper-
work and other logistical or organizational con-
cerns, the institution’s student information sys-
tem (described in greater detail in Chapter 5),
under the direction of the academic vice-presi-
dent, provides individualized information on
each entering student. The Freshman Faculty-
Mentor Program has modest objectives and
makes modest demands on the faculty; yet the
symbolic value to entering students is decisive.
For students, it personalizes their entry into the
college and university. Mentors give perspec-
tive on college and university life. It gives fac-
ulty a chance to share their experiences, to learn
firsthand about first-year student concerns, and
to show that first-year students matter in a large
bureaucratic college and university.

Conclusion

The first step in reemphasizing undergraduate
education involves renewing faculty members'
commitment to and identification with their own
home campuses. To assure entering students

high quality academic integration, the faculty
must not only be invited back to the academic
community, but they also will need to look be-
yond their disciplines. This can happen only if
the faculty culture evolves toward a renewed
commitment to the first-year student experience.
Linking faculty to first-year students can rerew
faculty attention to the student experience in the
institution rather than in the faculty’s own de-
partment and classes.

The Freshman-Faculty Mentor Program de-
scribed above illustrates the value of taking fac-
ulty beyond the departmental classroom. For
example, a professor of English who mainly
teaches upper division courses on Shakespeare
commented after his experience as a faculty.
mentor, “The next time I'm asked to teach a
first-year student course, I'll do it differently.”
Because of his experience as mentor of first-year
students, he observed anew the personal need to
restructure the general education courses (or
first-year student courses) he is asked to teach.
For him and some other faculty mentors, gen-
eral education took on new importance in the
education of first-year students.

A professor of physics went beyond the scope of
the program and learned something about first-
year student needs and concerns. He helped
clarify housing policies and helped two first-
year students with an apartment dilemma. In
the evaluation of his faculty mentor experience,
he said, "I got a call from one of my first-year
students who complained that the beds in her
apartment were inadequate. Furthermore, it
seemed that the management was unwilling to
do anything about it. They were bunk beds, and
upon examination, I could see they were unsafe.
[ brought them sleeping bags until we could get
the problem resolved. With some intervention
on my part, the beds were replaced, and life for
the two first-year students resumed without
sleeping bags.”

These and other efforts by faculty verify to stu-
dents, their families, and the faculty that first-
year students matter, and that the institution is
committed to helping them succeed. They are
symbolic of the renewed commitment of an in-
stitution to its first-year students. Faculty are




brought back into the mainsiream of under-
graduate education and given a chance not only
to share their experiences, but to learn firsthand
about new student concerns.

As institutions and leaders seek to strengthen
the first-year student experience, what must be
done? First, institutions must make it clear to
everyone that new students are admitted to suc-
ceed. Second, faculty must be integrated as ad-
visors or mentors of first-year students, with
academic leaders and the president leading the
way. Third, the first year must become a win-
dow to help entering students explore the mean-
ing of learning and to increase academic fit.

. And finally, the resources of institutions must
be marshalled to create bridges and improve
strategies for first-year student success.
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Selecting, Training, Rewarding, and
Recognizing Faculty Advisors

Robert E. Glennen & Faye N. Vowell

Much of what has been discussed thus far in this
monograph is based on the assumption that fac-
ulty involvement in academic advising is one of
the most important factors in building success-
ful first-year student academic advising pro-
grams. To be sure, there are advising models
suggested that do not include faculty; but on the
whole, at most institutions, faculty assume the
major responsibility for advising first-year stu-
dents.

The faculty model, however, is not without its
drawbacks. As pointed out by King and Kerr in
Chapter 4, the major weakness of using faculty
members as academic advisors is that they may
lack the comprehensive knowledge or necessary
interest to advise students, especially first-year
students. One of the other reasons that some
faculty fail to provide effective academic advis-
ing is that they are not offered appropriate train-
_ ing to do the job or they are not rewarded or
recognized in meaningful ways. This chapter
discusses how to select faculty for advising
roles, how to provide them with appropriate
training, and how to reward them for their ad-
vising efforts.

69

Context

As discussed in earlier chapters, faculty advisors
are a valuable and often unrecognized resource
in student retention efforts, particularly in re-
gard to first-year students who are the most vul-
nerable to attrition. Noel (1978) found that stu-
dents who receive effective academic advising
feel positive about the whole institution.
O’Banion (1972) found that an institution’s com-
mitment to academic advising is more impor-
tant, with respect to retention, than who does
the actual advising. Habley (1993) reported that
75% of the advising done in American higher
education is done by faculty members. This sub-
stantiates an earlier repcrt by Carstensen (1979)
which indicated that 79% of all advising pro-
grams are maintained by faculty. Yet, Habley
aiso found that comparatively few institutions
reward or train their advisors. Grites (1977) and
Glennen (1975, 1983, 1991) provide evidence
that utilizing academic advising programs in-
volving faculty advisors results in higher reten-
tion of students, higher graduation rates, fewer
academic and personal problems, and an in-
crease in academic achievement.




A strategic plan created to address academic
advising will vary from instituticn to institu-
tion, generally taking advantage of institutional
strengths. Dameron and Wolf (1974), Mash
(1978), Glennen and Baxley {1585a), Cavender
(1990), Lammers and Fielstein (1992), Stokes
(1992), Franke and Cooper (1992), Raney and
Hanson (1993), and Teitelbaum (1994) report
on specific models used at various colleges and
universities across the country which increase
student retention, improve the campus envi-
ronment, create greater student satisfaction,
and improve the effectiveness of institutional
academic advising.

One model {1at has been shown to be effective,
particularly with underprepared students, is
intrusive advising. This faculty-based advising
model, originated by Robert Glennen ar:d his
associates (Glennen, 1975, 1983, 1991; Glennen
& Baxley, 1985k} assumes the institution must
take the initiative. Advisors do not wait for
students to come forward to ask for help, but
request that students make frequent appoint-
ments throughout the year, allowing the advi-
sor to check on student progress continually,
identify students in crisis situations, offer op-
tions, make referrals, and motivate students
toward academic success. (See Chapter 11 for a
more detailed discussion of this advising
model).

However, the model most suitable for an insti-
tution will be the one that fits its individual
characteristics, students, and faculty.
NACADA's Statement of Core Values of Aca-
demic Advising (see Appendix A) is a useful
point of departure for all types of institutions
becau.e it establishes universal expectations for
advisor interaction with a variety of audiences.
However, each institution should formulate an
advising plan and policy which meets the
needs of its students. This philosophy of advis-
ing should be stated in the institution’s mission
statement and included in the catalogue for all
constituencies to read.

Selection and Training of Advisors

Or many campuses, academic faculty advisors
are assigned according to a student’s major,

often on the basis of equal advisee loads. This
practice can be a disadvantage, however, for
departments with a large number of majors or
for departments on a campus where faculty do
not consider academic advising to be impor-
tant. When students meet with advisors under
these circumstances, it is primarily for course
selection only.

Not all faculty can be good advisors. In select-
ing faculty to advise first-year students, a num-
ber of traits are highly desirable. Faculty who
exhibit an open, friendly manner and a sincere
liking for students are usually the best advi-
sors; they are also often the best teachers and,
indeed, the best faculty members. These are
the faculty who attend student functions on
nights ar.d weekends, who sponsor student
activities, and who seem to have cordial inter-
actions with the variety of diverse faculty on
any given campus. They are often those fac-
ulty who are willing to try new strategies in
their teaching and admit mistakes or errors.

In a centralized advising center, faculty who
are chosen to advise are those who possess the
above qualities and have shown an interest in
and success with advising students. They
should be assigned to the advising center
through consultations between the director of
the center and the department chair, although
the director will often have discussed the ap-
pointment with the faculty members ahead of
time and will have invited them to sit in on
training sessions or actual advising sessions.
The advisors are selected because of their posi-
tive qualities, not because their department
would like to have them out of the classroom.

Most faculty members are not trained advisors
and, therefore, need to be provided with pre-
service and regular in-service programs to as-
sist them in developing advising skills. This is
especially true for faculty who work with first-
year students. In these training sessions, advi-
sors are given information on procedures, strat-
egies for advising sessions, common problems,
and campus rules and regulations. They may
also be exposed to individua! and group advis-
ing techniques, questioning and' listening skills,
referral skills, or student development theory.
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Advisors, especially advisors of first-year stu-
dents, should become aware of the specific
needs and learning preferences of entering stu-
dents as well as relevant student development
theory. The theories and developmental issues
discussed by Upcraft in Chapter 2 should be
part of the advisor training program. In-service
sessions often include invited guests such as
counselor educators; psychologists; student per-
sonnel workers; directors of cooperative educa-
tion, student financial aid, freshman composi-
tion, and honors programs; and sometimes out-
side experts from national associations.

Most often faculty can easily see the need for
training in such “nuts and bolts” topics as cam-
pus rules and regulations. They are frequently
most comfortable dispensing facts like the re-
quirements for a major. Yot even these facts
need to be updated at least annually as pro-
grams change; this rate of change necessitates
consistent, regular advisor training.

Faculty tend to be less comfortable with the af-
fective or relational aspects of advising. A thor-
ough grounding in student development theory
can make faculty members more comfortable,
especially if they are inclined to work from
theory to practice in their teaching or academic
disciplines. Role playing or discussion of case
studies with other faculty advisors can be effec-
tive ways of allowing faculty to discover their
own comfort level in dealing with issues that
may prove the greatest obstacles to their first-
year advisees. These obstacles range from
roommate problems and homesickness for tradi-
tional-age students, to adjustment to a predomi-
nantly white campus on the part of minority
students, to concerns for child care and finances
on the part of a single parent returning to school
after a number of years in the work force.

Advisors of first-year students need to help their
advisees set goals, gather information, articulate
choices, choose alternatives, and evaluate the
success of their choices. Referral skills are often
crucial to advisors because their advisees need
to draw on the resources of the entire campus to
deal with issues confronting them. Advisors
may also need to practice questioning and lis-
tening skills in order to be able to ask probing

questions and “listen between the lines” as a
student articulates ~ problem or concern. For
example, a question about dropping a class
might really signal the need for help with time
management or study skills. A good first-year
student advisor can learn when and hov. to
probe and what sources of help the school offers
in these areas.

An additional element of advisor training is the
use of computers and technology. Some pro-
grams utilize computer systems to provide ad-
vice to college students relative to various ma-
jors (Maples & Grupe, 1992). Hart (1993) de-
scribes how advisors use internet resources to
provide academic advising. Ford and Ford
(1993) describe the process of creating an advis-
ing handbook, storing it on the computer, and
utilizing a hands-on approach to provide cam-
pus information. Each faculty advisor should
have computer access to students” academic
records, their progress toward a degree, and the
courses needed in a specific major. Chapter 5 in
this monograph provides a more detailed dis-
cussion of the application of computer informa-
tion technology to academic advising.

An advisor training program should be a fully
conceptualized and systematic series of faculty
interactions that are guided by the institution’s
mission and philosophy in regard to advising.
Expectations of the role of advisors should be
clear from institutional documents such as the
catalogue and faculty handbook. The training
program should be based on a needs assessment
of advisors and of the population of advisees. A
thorough evaluation or assessment effort needs
to be a part of the original planning, and results
should be used in the planning of subsequent
programs. Such an effort fits well into the out-
comes assessment efforts on many campuses
and is fully compatible with the demands for
continuous quality improvement.

A centralized advising center staffed by faculty
can encourage respect and trust across depart-
mental, college, and school boundaries within
the institution. Advisors quickly come to see
themselves as student advocates whose primary
goal is to serve the students, provide them with
the best advice possible, and not to protect their

.
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‘-own department’s turf. As the advisors rotate
back to their upper division colieges after a term
of service in the advising center, advising be-
comes improved throughout the institution.

Rewards and Recoggrition

One of the reasons faculty avoid academic advis-
ing is that they believe they are not properly re-
warded for their efforts. Most often, this meaus
that academic advising is not an important part
of promotion and tenure criteria, or is missing
altogether. Particularly for younger faculty seek-
ing tenure, the marginalization or absence of aca-
demic advising in promotion or tenure policies is
a strong deterrent to doing academic advising at
all, or doing it well. This is particularly true at
research universities, where scholarly publica-
tions dominate promotion and tenure policies.

If academic advising is incorporated into the
promotion and tenure process, there is a clear
message to everyone that acadernic advising is
important, recognized, and rewarded. If not,
there is always the possibility of strengthening
academic advising in the formal reward system,
but this is a slow, frustrating and often unsuc-
cessful effort. Nevertheless, if faculty are to take
advising seriously, the criteria for promotion
and tenure, as well as merit increases, should
include effective advising. This assumes, how-
ever, that effective advising can be described
and evaluated, which is not an easy task.

A major problem, of course, is reaching agree-
ment on the criteria to be used in evaluating aca-
demic advising. These standards will vary with
each institution, but in general, process criteria
(e.g., accessibility and satisfaction) as well as
outcome criteria (e.g., retention and student
knowledge) should be included. In centralized
advising centers which use faculty, the director
should evaluate each advisor each semester, or
at least once a year. The primary source of in-
formation about effective advising, cf course,
should be advisees themselves, through sur-
veys, individual interviews, or focus groups.
Supervisor evaluations are also important. Self-
evaluations such as reflective essays and advis-
ing portfolios which parallel or interrelate with
teaching portfolios can also be very useful. The

results of these evaluations should be shared
with the faculty advisor’s academic department
chair, and should become part of the faculty
member’s portfolio forwarded to the academic
leadership of the institution. When advising is
done at the departmental level, the responsibil-
ity for evaluating academic advising falls to the
department chair. [For a more detailed discus-
sion of evaluation of academic advising, see
Chapter 15. See also Glennen, (1983); Cavender,
(1990); and Lammers & Fielstein, (1992)].

Regardless of the importance of academic advis-
ing in the reward system, institutions should be
creative in developing other ways to recognize
and reward academic advisors. For example,
financial remuneration could be provided. Fac-
ulty members who are interested in advising
could be paid additional overload salaries or
receive merit pay for their willingness to go over
and above the normal call of duty. They also
can be compensated additionally for doing aca-
demic advising in the summer rather than, or in
addition to, teaching classes.

Faculty can also be nominated for national rec-
ognition such as the annual Outstanding Advi-
sor Awards given by the American College Test-
ing Program and NACADA. Local awards or
awards in the various schools or colleges could
be established. If the campus culture does not
lend itself to establishing such awards, a system-
atic recognition could be given to all faculty ad-
visors: Students could take advisors to lunch in
the campus dining hall for a reduced amount, or
an “advisors week” could be established.

Faculty do need to receive special recognition
for their willingness to undertake the academic
advising role. Not everyone has the personal-
ity to be a good advisor, and recognition and
encouragement needs to be given to those who
do get involved. Kramer (1987) discusses moti-
vations and incentives for promoting faculty
members’ sense of accomplishment and pro-
ductivity, and he suggests that institutions in-
dividualize the incentive by allowing advisors
the freedom to choose when and how to use
the rewards. He also recommends that faculty
be allowed to participate in the management of
the advising program.
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. The centralized advising center should evaluate
its program of advising in addition to evaluat-
ing individual advisors. Student evaluations are
one source which can be used to do this. Taken
together they give an overview of student opin-
ion and of reaction to the advising they receive.
Chapter 15 includes annotations of instruments
which can be used for that purpose. For ex-
ample, Vowell and Karst (1987) indicate basic
student satisfaction with an intrusive advising
system and offer a model for conducting such
an evaluation. Other resources available for
evaluating an advising program include CAS
Standards and Guidelines for Student Support Ser-
vices/Development Programs (1986) and the ACT
Fourth National Survey of Academic Advising
(Habley, 1993), among many others.

Summary and Conclusions

Colleges and universities across the country are
facing difficult enrollment and fiscal situations.
Quality first-year academic advising performed
by faculty who are properly selected, trained,
and rewarded pays real dividends in terms of
student satisfaction and retention. Faculty advi-
sors should be selected who value academic ad-
vising and who are willing to participate in
training programs designed to improve their
effectiveness. Academic advising should also be
rewarded, preferably as part of promotion and
tenure policies, but if not, through other mean-
ingtul rewards and recognition. As pointed out
throughout this monograph, effective academic
advising and meaningful faculty-student contact
are critical elements in the success of first-year
students.
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Reach-Qut Advising Strategies for
First-Year Students

Derrell Hart

The assumption that entering students will vol-
untarily seek out academic advising and assis-
tance when they need it is an inaccurate and
harmful belief; but, nevertheless, it is one that is
shared by many academic advisors. This chapter
examines certain unfortunate realities of colle-
giate life which often limit the effectiveness of
academic advising services for entering students.
The case is made here that successful academic
advising for entering students requires that pro-
grams extend beyond faculty offices and advising
centers during normal office hours to locations
where students live and congregate, such as resi-
dence halls on residential campuses; high-traffic
areas such as student centers and major academic
buildings; and major indoor and outdoor campus
thoroughfares. Failure of the institution to reach
beyond the traditional means of delivering aca-
demic advising means that many students will
continue to advise themselves and will depend
on untrained peers for advising information and
counsel. The result can be potentially harmful
both to the student’s immediate academic perfor-
mance and to his or her long-term academic su -
- cess as well as to the college or university’s re-
tention goals.

15

Problems with Traditional Academic Advising
Delivery Systems

The reasons why entering students succeed or
fail in college are fairly well understood. We
know, for example, that a caring attitude on the
part of faculty and staff contributes to student
retention; that students are more likely to drop
out if they are bored, lack academic focus, are
unprepared for specific courses, experience diffi-
culty in the transition from high school to college,
or are uncertain about their major or course of
study (Levitz & Noel, 1990). Often, it is the
institution’s academic advising program that is
assigned frontline responsibility for coordinating
campus-wide efforts to address these needs.

Before proceeding to a discussion of ideas and
programs for extending academic advising for
first-year students, several factors that limit the
effectiveness of traditional models of academic
service delivery must be considered. Some of
these factors include (a) faulty assumptions about
student readiness for information, (b) excessive
segmentation of services resulting from organi-
zational structure, (c) overspecialization into
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professional units, (d) unnecessary limits on
methods of service delivery, and (e) inadequate
knowledge about the attitudes and characteris-
tics of entering students.

Academic advising, for example, is most often
the responsibility of academic units, and it is
typically assumed that the academic advising
needs of students relate to specific courses or, at
least, areas of study. In reality, entering stu-
dents often do not have a real major area of
study in mind, except perhaps a preference for
mathematics or sciences versus the humanities
or social sciences. This suggests that entering
college students, at a minimum, should have
ready access to persons trained as career coun-
seling and advising generalists rather than only
to discipline-based advisors.

Similarly, it is often assumed that students enter
college focused on academics and ready to ab-
sorb the academic information that is offered.
Typically, a few days are carved out of the sum-
mer and early fall to provide information to en-
tering students about the opportunities, expecta-
tions, and support services of the institution, but
students are seldom ready for this information.
The personal trauma associated with entering a
new life stage in an unfamiliar setting makes it
difficult for students to separate, from all they
see and hear, the important from the less impor-
tant. Nevertheless, students are presented with
a vast array of office representatives and materi-
als, each striving to impress the new student
with the essential information they have to offer.
The best that is to be expected from early orien-
tation programs is that the immediate needs and
concerns of students will be addressed and that
a few important bits of information will be re-
tained for future reference as personal needs
evolve. Fortunately, as students exchange infor-
mation with their friends throughout the year,
the pool of shared information (and, unfortu-
nately, perhaps misinformation) about institu-
tional programs and procedures grows.

There are other problems interfering with suc-
cessful academic advising. Often, office respon-
sibilities overlap, and coordination among of-
fices is lacking. As student service offices be-
come increasingly specialized, it becomes harde.

to recognize that the “whole student” comes to
college. Offices responsible for residence halls,
orientation, career or personal counseling, learn-
ing assistance, and academic advising, may all
have a specialized responsibility for students’
transition to college, and it is sometimes difficult
for individual students, even if they recognize
their specific needs, to select among the various
services. Similarly, persons responsible for spe-
cific services may fail to recognize the need of
an individual student for services offered clse-
where in the institution.

Persons responsible for delivering academic
advising programs to first-year students,
whether they work in autonomous offices or
serve as coordinators for faculty advising sys-
tems, should not allow themselves to think
about advising as simply formal advising pre-
sentations and the offer of services to those stu-
dents coming to their offices for assistance. It is
naive to expect students new to the collegiate
environmient to take the primary initiative to
seek the needed information at the exact time
they are most in need of assistance or when the
services will be most helpful. First-year college
students are notorious for not realizing they are
in need of assistance until well after the fact.

Academic advisors need to think about strate-
gies that will encourage assimilation of the skills
and information needed for academic success.
They need to think about how best to transmit
the academic information and personal guid-
ance needed by students for effective course se-
lection and satisfactory progress toward a de-
gree. Other student services, working closely as
a coordinated team with academic advising pro-
fessionals, should have similar priorities in de-
livering their service specialties. Effective trans-
mission of academic information and other
learning support services to entering students
requires concentrated efforts to bring informa-
tion and support to students where they live,
where they congregate, and at the times when
support will be the most effective.

Institutional Realities of Academic Advising

Before offering strategies for extending advising
programs beyond traditional service models, it




is important to examine some institutional and
student realities contributing to the difficulty in
offering quality advising programs to college
students.

Reality 1. On many campuses relatively small per-
centages of students recé.ve academic advising from
official sources, or, if they do, they supplement this
advising with information received elsewhere. Even
those students seeking formal help from as-
signed faculty advisors or academic advising
offices will balance this “official” advising
against information received from their friends,
upper-class students, residential living staff,
parents, or anyone else whose opinions they
value. Entering college students are usually
willing to seek advice, but they remain suscep-
tible to other influences and informal sources of
advice which can be harmful to their ultimate
success.

Reality 2. Acadenmic advising cccurs most often dur-
ing the short periods of time when students face
course scheduling deadlines. Persons providing
academic advice-are often overwhelmed with
those seeking help. Faced with short deadlines,
often caused by procrastination, students are not
really interested in in-depth discussions of
larger academic concerns, and, as a result, aca-
demic advising becomes simply course selec-
tion. It is not a time in which faculty or profes-
sional advisors are able to assess or discuss
problems of individual students related to aca-
demic performance, career choice, or personal
concerns which may affect their academic suc-
cess.

Reality 3. Academic advising is not required on
many campuses. Mechanisms do not readily exist
to monitor fully the courses that students select
in relation to graduation requirements, major
fields of study, or long-term student goals. Ma-
jor efforts are being made by institutions to sim-
plify course requirements, implement mecha-
nized graduation check lists, and develop self-
advising systems to ensure students meet
graduation requirements. The resulting “auto-
matic advising,” while decreasing the likelihood
of advising “mistakes,” also reduces opportuni-
ties for academic advisors, whether faculty or
staff, to have the official or required contacts

with students that will allow them to explore
serious concerns related to their academic pro-
gram and progress toward their academic goals.
While self-advising is not a new concern on col-
lege campuses, telephone and on-line computer
registration systems which increase advising
efficiency may magnify this problem unless the
system builds in adequate controls.

Reality 4. Campus officials, especially those involved
in the formal advising structure, do not easily accept
the reality of "informal advising” systems used by
students to select courses, instructors, and programs
of study. Although the “official” advising sys-
tem may be used by relatively small percentages
of students, it is often assumed that all students
use the system. If students choose not to use the
system, they are responsible for the conse-
quences, a reasonable assumption except that
the end result for the student with avoidable
problems can be serious. The long-term impact
can be disastrous if substantial numbers of stu-
dents become frustrated and leave the institu-
tion or are required to study during additional
semesters at additional cost. With the advent of
telephone and on-line registration systems, and
the freedom they offer students to change their
schedules instantly and routinely, this reality
may become a serious institutional problem if
not addressed.

Reality 5. The students most in need of academic
advising and other learning support services are
typically the least likely to